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ABSTRACT

American History and Teaching Critical Thinking
by
James M. Miller , Master of Science
Major Professor: Dr. J ames P. Shaver
Department: Educational Administration
The effect of teaching critical thinking as part of a continuous progress
packet in American history was studied at Cedar High School during the 1969-70
school year.

An experimental group using the critical thinking packet was com-

pared with a control group that us ed a continuous progress packet that taught
only American history.
The dependent variables for the study were the STEP (Sequential Test
of Educational Progress), Social Studies portion, and the Watson-Glaser
Critical Thinking Appraisal.

No statistically significant differences were found

between the groups in either American history or cri tical thinking.
Differences in c ritical thinking ab ility, though not significant statistically,
seemed to indicate the desirability of furth e r research in this area.

It was also

recommended, as a result of this study, that further research be conducted to
deve lop and evaluate new methods of assessing student competence in seminar
situations.
(97 pages)

THE PROBLEM

In a world that is rocking with change we need more than anything
else a high capacity for adjustment to c ir cumstances, a capacity
for innovation . The solutions we hit on today will be outmoded
tomorrow. Only hi gh ability and sound education equip a man for
the continuous seeking of new solutions. We don 't even know what
skills may be needed in the years ahead. That is why we must
train ou r a blest young me n and women in the fundamental fields of
knowle dge and equip them to understand and cope with change. That
is why we must give them the critical quali ties of mind and the durabl e qualities of characte r which will serve them in circumstances we
cannot now even predict. (Gardner, 1967, p. 35)
This quotation from John W. Gardner's (1967) book, Excel len ce, identifies goals to be met by successful schools of today as educators attempt to prepare young men and women for a challenging future.

Thoughtful educators , and

educators in social studies in particular, are realizing that havi ng th eir sb1dents
commit to memory great r eams of factual data does not constitu te adequate
preparation for life in a plur alis tic modern wor ld.

It is evident that many

social studies instructors , and those who teach history in particular , have
required rote memorization of fac ts and have ignore d critical issues and value
conflict in their classroom presentations .

By the s ame toke n , many teachers

have failed to have their students engage in the cr itical ana lysis of historical
issues that might develop the "critical qu aliti es of mind" called for earli er by
Gardner.
In recent years, some people in social s tudies educ ation have begun t o
recogniz e the possibility of using history as a vehicle to teach "critical qualiti es"

or critical thinking skills to students.

Feder (1967) stated that the goals of

the history teacher should be first of all to help the student "develop a sense
of historical continuity;" second, that students should come to "recognize the
inevitability of change;" and, finally, that the student "should come to appreciate
that the study of the past is subject to the same rules of critical analysis th at
guide the search for truth in all areas."
Hopefully, then, if the history teacher is successful, he wi ll develop ,
acco rding to Feder ( 1967), students who are "intelligently skeptical," who can
"question critically," who carefully "weigh ev idence" and, when the situation
so dictates, "suspend judgement." Feder (1967) concluded:
Above all, the "good citizens" must learn that these rules of
analysis are equally applicable to a study of contemporary affairs.
It is the responsibility of teachers of history in a democratic
society to provide students with opportunities to practice these
essential intellectual skills. (Feder, 1967 , p. G-1)
How are these "intellectual skills" to be deve loped by the history
teacher?

Feder (1967) made the suggestion that using the problems approach

in the study of American history will provide the opportunity not only to study
history but to master critical thinking skills as well.

The teacher who believes

th at it is possible to teach the skills of critica l analysis a long with the pertinent
facts of American history should give some conside ration to the ideas of Feder
(1967) . He stated:
that a healthy skepticism is a desirable social and intellectual trait;
that the development of critical intelligence is the basic goal of social
education ; that the ability to qu estion intelligently is more important
than the accumulation of information; that decisions arrived at on the
basis of analysis of evidence and logical inference are preferable to
attitudes imposed through indoctrination; and that unless education is
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frankly centered on the deve lopment of these traits, they will not
be developed. As Kilpatrick phrased it , "We learn what we live . "
(Feder, 1967 , p. G-7)
Those of us who teach have , then, accord ing to Feder, the opportunity to make
the study of history an exciting chance for our students to learn the functional
thinking skills used by the critical thinker and historian.

The student using

these critical thinking skills will hopefully learn to view to day's social problems
as an extension of continuing problems out of his cou ntry's pa st and will see
current proble ms in hislorieal persp ective .

The person th at makes use of

his heightened skills of critical thinking will then be better equipped to meet
the challenges outlined ea rlier by Gardner.
The decision on the part of the history teacher to do something about
th e fr equent lack of effort by schools to develop "critical qualities of the mind"
is only the first of many necessary steps which must be taken . School administrators and planners must re-evaluate a ll areas of the school curriculum
and identify and develop those areas th a t can be m ade a part of an overall
attempt to teach "critical qualities of th e mind . " This attempt to reorgani ze
educational programs is an extremely difficult tas k and will not be done quickly
or eas ily.

Before e ducationa l reorganization can take place , however , there

must first exist on the part of educators a commitment to progress and a
willingness to accept new ideas.

Whe n these qualities are present in a school

superintendent, the school board necessary to bac k such a pe rson is not a lways
available to make use of his talents.

Fortunately for education, such boards

and superintendents do exist , and do provide the opportunities and backing
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necessary to attempt the changes required for curriculum development.
One school which has had this leaders hip a nd has engaged in educational
research , is Cedar Hi gh School in Cedar C ity , Utah .

This school is an innovative

comprehensi ve hi gh school of approximately 600 students.

The school is housed

in a new 3. 5 million dollar facility and is a Kettering Foundation demonstration
school.
As a m eans of evaluating the various innovative programs at Cedar
High School , Dr . J. Clair Morris, then the school's principal and subsequently
superintendent of the Iron County School Distr ict, conducted a study, extending
over the period 1962 to 196 8, wh ich evalu ated the broad scope of innovative
programs being tri ed at Cedar High School.

These programs included ideas

and educationa l p rescriptions set for th by teachers, parents, and students from
Cedar City, with additi onal help from personnel of the School P lant Planning
Laborator y at Stanford University.

The innovations in cluded team teaching ,

independnet study , small groups study , phasing, non-graded classes, continuous progr ess programs, vocational programs, and ro tating and modular
schedules .
The study by Morris ( 1968) was a imed at assessing achievement (mathematics, science , social studi es , read ing , listening, and writing) , atti tudes,
library s ki lis, education al aspirations, sociom e tric status, and school dropout
rate with the innovative progr am a s compared to a conventional one.

The

conventional method , as de fine d in this study, is a teaching learning process
in whi ch a n instructor teaches approxi m a te ly thirty-five students in a group .
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In this method, a ll students are expected to proceed th rough a prescribed
content at the same sp eed and depth.
set of identical textbooks.

This is usually accomp lis hed with a

T es ts were a dmini stered in April of each of the

fi ve test years, with the school year 1962-63 used as the base year for
evaluating s tudent progress , as it was the las t year Cedar High us ed the conventional m e thod of instruction .
The study showed that over th e fiv e year period there were no signifi cant diffe ren ces between the mea ns of the groups on the mathematics ,
science , social s tudies , or writing achievement tests.

Likewise, there we r e

no signifi cant differences between m ean test scores in r eading achievem ent or
on " achievement in listening. " In "attitudes toward education ," th ere were
again no significant diffe rences between the conventi onal year, 196 2-63 , and each
of th e years fro m 1963- 196 8.

"Education aspirations " and "sociometri c stand -

ing" s howe d no change during the test years , but the numbe r of school dropouts
were significantly le ss each year of th e innov a tive program.
In three a reas there we re significant differences that indica ted a downward trend in student achievement following the introducti on of the inn ovative
program .

These a reas were: study habits and attitudes; library skills; and ,

critical thinking skills.

To educator s like Gardner (1967) , conce rne d with edu-

cating students to handle the problems of the future, the last is particul a rly
disturbing .
Critical thinking skills have been defi ned by Watson and Glaser (1952)
as:
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a.

An attitude of wanting to have supporting ev idence for op ini ons
or conclusions before assuming them to be tru e.
b. Knowledge of the m e thods of logical inqui r y whi ch help de termine the we ight of different ki nds of evidence which help one
to reach warranted conclus ions .
c . Skill in employing the a bove attitude and knowledge.
(Watson and Gl aser, 1952 , p. 8)
Table XXV of Morris' (196 8) dissertation s hows the findings for critical thinking skills using the Watson-Glaser Criti cal Thinking Appraisal as the testing
device.

As Morris (1968) noted:
Crittca l Thmking Skills. Students scored significantly higher in
critical thinking skills in the conventional year of 196 2-63 th an
they did in the years of 1965- 66 and 1967-68 , during wh ich the
indi vidu alized method was in operation. The 196 2-63 group d id
not score significantly higher than did th e 1966-67 and 1964-65
groups ; however , the conventional gro up did , in each case, have
hi gher mean ave rage scores th an did any of the indiv idu ali zed
groups. The null hypoth esis was rejected in favor of th e conventional group. R e lati ve to cr iti ca l thinking, the conventional approach
was superior to the individualiz ed approach. It is recommended th at
Cedar High make a concerted effort to determine sp eci fic cau ses for
th e significant decrease in cri ti cal th inking skills and take s teps to
e liminate such causes. (Morr is , 1968, pp. 127-128)
The decrease in critical thinking skill s identified by Morris (19 68) and

his cha llenge to find a so lution for this decline were the basis for th e present
study.

Ra ther than trying to determine specific cause s , it was assumed as

the basis for this study that the a bs ence of a cours e of study that had been
de signed to teach critical thinking ski lls to high schoo l students as a fo rmal
part of a continuous progress program of American history was the cause of
the dec line . The research problem , th en , was the lack of asse ssment of th e
effect of such a course.

The objectives of this s tudy , therefore, we r e to des ign

such a cou rse of study for Cedar Hi gh School and to assess its impact on s tudents .

7

Table 1.

Newman-Keuls analysis on differences in mean average scores for
the Watson-Glaser cr iti cal thinking test administered to twelfth
grade students in Cedar High School during a five-y ear period

1967-6 8
56.44

1965-66
57.19

Years
1966-67
59 . 96

Years

Means

1962-63

61. 13

4. 6 8**

3.94

1.27

1964-65

60.48

4.03*

3. 29

.62

1966-67

59 . 86

3. 42

2.67 *

1965-66

57.19

.74

1967-68

56 .44

*Significant at the . 05 level.
**Significant at the . 01 leve l
Source: Morris, 196 8, p . 99.

1964-65
60.48
.65
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REVIEW OF LITERATURE

Definitions of Critical Thinking

The term "critical thinking" has been widely used to describe a set
of intellectual operations that apparently have different meanings to each
person who studies them.

Traditionally , such terms as "clear thinking , " or

"straight thinking" were taken to mean thinking operations that were part of
being "quick" or "smart.
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A pioneer research effort to clarify and teach these "intellectual
operations" was made by Glaser in the early 1940 's.

For the purposes of his

research, Glaser identifi ed these intellectual operations as th e ability to "think
critically , " and further stated that the specific skills involved:
(1) a n attitude of being disposed to consider in a thoughtful way
the problems and subjects that come within the range of one's
expe ri ences , (2) knowledge of the methods of logical inquiry and
reasoning, and (3) some skill in applying those methods . (Glaser,
1941' p. 6)
As will be noted, Glaser omitted the mention of any specific set of
skills needed for "logical inquiry and reasoning," but other researchers have
been more helpful.

One of these is Ennis who defined critical thinking in the

following way:
A critical thinker is characterized by proficiency in judging
whether:
1. A statement follows from the premise.
2. Something is an assumption.
3. An observation statement is reliable.
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4.
5.
6.
7.
8.
9.

A simple generalization is warrante d .
A hypothesis is warranted.
A theory is warranted.
An argument depends on an ambiguity.
A statement is overvague or overspecific.
An alleged authority is reliable. (Ennis, 1964, pp. 599-600)

Other definitions cited by those engaged in research are more brief
than was Ennis'.

Gotesky ( 1966 , p. 180) stated that a critical thinker must be

able to "(1) draw proper conclusions . . . (2) find relevant evidence for a

conclusion , .

(3) isolate the issue or issues involved. "

Rust, Jones and

Kaiser (1962 , p. 253) identified critical thinking skills as being made up of
two parts, "the process of evaluating arguments and assessing the way in
which conclusions are reached."
In a critique by O'Neill (1966 , p. 386) in which he reviewed two studies
of the ability of Catholic students to think critically, he stated that critical thinking "roughly" is the "ability to use and analyze logically statements and arguments ."
Yoesting and Renner (1969, p . 199), in reporting a study of the t eaching of critical
thinking as part of a general physical science course in college, referred to
critical thinking as the "ability to exercise a reasoned opinion involving careful
judgement and to make correct assessment of statements." Davidson (1969 ,
p . 702) stated that the term critical thinking "refers to thinking processes that
go beyond recognition or recall of factual data." Frank (1969, p. 298) chose
to use as his total definition of critical thinking a partial quote from Ennis,
and referred to critical thinking skills as "the correct assessing of statements . "
Kemp, in reporting on a study of critical thinking and its relationship to
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"Open-Closed Belief Systems" used a rather lengthy listing of critical thinking
skills which included
1. The ability to define a problem.
2. The ability to select pertinent information for the solution
of a problem.
3. The ability to recognize stated and unstated assumptions .
4 . The ability to formulate and select relevant and promising
hypothesis.
5, The ability to draw conclusions validly and to judge the
validity of inference. (Kemp , 1963 , p . 321)

In a study reported in the Journal of Experimental Education , Hyram
(1957 , p . 126) referred to critical thinking skills as "mental activities which:
1.

seek to infer valid implications; 2.

attempt to demonstrate; or 3.

try

to systematize knowledge . . . . " Henderson (1958 , p . 280) although declining
to develop his own definition of critical thinking , quoted Freedman and J"e linek
who identified critical thinking as "the ability to judge the merit or quality of
something," and as the skills needed when "interpreting facts, applying
generalizations, and recognizing errors in logic."
Anderson , Marcham and Dunn conducted a study in which they attempted
to teach the skills of critical thinking which they identified as :
(1) identifying spedfic facts ; (2) seleeting relevant facts ; (3) organizing facts in terms of meaningful sub-topics; (4) arranging subtopics in logical order; (5) making inferences from specific facts
and from trends; (6) distinguishing between fact and opinion;
(7) recognizing situations in which insufficient evidence makes it
difficul t or impossible to draw a clear cut conclusion (Anderson ,
Marcham and Dunn , 1944 , p. 242)
In a relevant study, Rothstein (1960) discussed skills which he thought
were needed for combining the teaching of American history and critical thinking.
His list of thinking skills was similar to some of those previously mentioned and
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included such skills as interpreting and identifying as well as drawing conclusions .
In a study by Creutz and Gezi (1965 , p. 366) the following ski lls were
stressed: "evaluation , interpretation , identification of causal relationships ,
awareness of trends , and effective use of informational resources . "
A summary of thes e definitions , because of their divers ity , would
require a list nearly as long as the original review.

However , the majority

of these definitions do refer m ore often to some skills th an to others . The
abili~;

to identify fact and opinion is mentioned frequent ly as is the ability to

draw a conclusion.
are a lso m entioned.

Recognition of assumptions and formulating hypotheses
An attempt, however, to draw a concise, complete

definition of critical thinking fr om this review of definitions may well leave
the r eader in a frame of mind to agree wi th Goldmark (1966, p. 329) who
observed that "There is little agreem ent as to what a person should do to
qualify as a 'critical thinker' and therefore little agreement as to how to
teach children to think 'critically '. " The reader m ay a lso be re ady to agree
with Taba (1965 , p . 534) that "the problem of defining thinking is still before
US.

II

It may be that the problem is not, as Ta ba (1965) suggested, a lack of

a definition for critical thinking , but rather one of too m any general definitions .
This possibility was alluded to by Berlak (1965).

Berlak (1965 , p. 5) examined

some of the current lists of critical thinking skills and then stated that " if the
schools attempted to equip persons to cope with all these domains, they would
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have an entire ly unmanageable task. " He went on to suggest a possibl e
remedy:
The use of general steps assumes a knowledge about the thinking
process that is simply not available . . . . We do not , at the
present, have the general theories, principals, or models from
which we can make precise predictions , shape pedagogical strategies, write the textbooks that would aid us in teaching thinking
e ffectively . . . . What I am suggesting is that educators rely
less on the inadequate general models and focus on studying
intellectual processes in a given area in order to develop output
criteria and models that appear to characterize successful output
for that area. From these context specific models and criteria,
educators may develop pedagogical strategies and teaching materi a l
that are appropriate for that area. (Berlak, 1965 , pp. 7-8)
Of the research studies c ited in the current literature , the one th at
seemed closest to Berlak's suggestion for teaching critical thinking "in a given
area" was the Harvard Soci al Studies Project.

This study, as reported by

Oliver and Shaver (1966, p. 246), attempted to establisil a "model" for cr iti cal
thinking in the social srudies area based on the needs of citizenship education,
especially the analys is of public issues .

The Harvard Project was ai med at

the " legal-ethical dimension of reflective thinking," or "a 'legal ethical' or
'jurisprudential' framework."
In a collection of articles edited by Silaver and Berlak (1968) in which
they quote Oliver and Sh aver, the "jurisprudential framework" is discussed.
Under the expanded heading of "Operational Objectives of a Jurisprudenti a l
Social Studies Curricu lum" it is stated that:
A student should be able to:
1. Dea l with politi cal controversy at a general analytic level and
relate his analysis to specific issues and concrete cases . • . .
2. Identify inconsistencies and conflicts between two or more
valu es , emp ir ical statements , or definitions.
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Deal with inconsistencies and conflicts between values by
identifying an array of situations in which the inconsistent or
conflicting values are presented in varying de gree s of favorableness or unfavorableness in order to di line ate at what point
he should support one value as against the other .
4. Deal with inconsistencies and conflicts between empirical
statements by seeking and evaluating specific evidence to
support the statements.
5. Deal with the inconsistent or ambiguous use of words by
seeking evidence concerning how the words are most commonly
used, or how the concepts which the words label may be most
accurately described.
6. Distinguish between those factual claims which a r e relevant
to the central value issues in a controversy and those claims
which bear little or no relationship to the value.
The level of specificity with which these operations are stated above,
we think, makes the problem of assessing a student's ability to
perform any of them less difficult than assessing whether or not a
student has learned to use some general process called "critical
thinking" or "problem solving." (Oliver and Shaver , 1968 , p . 431)
3.

These suggestions by Olive r and Shaver (1968) for the "Jurisprudential
Social Studies Curriculum" are excellent examples of "ope r ations" useful to
students in a particular curriculum area.
It can be seen, then , from this review that of all the problems facing

the researcher in the field of critical thinking , the lack ,,fa definition of the
term is not one of them .

The lack of an appropriate definition , however ,

especially for the researcher's "specific area , 11 may well be a serious problem.

General Areas of Research in Critical Thinking

While it is obvious that there is much disagreement over specific definitions of "critical thinking , " there is just as obviously very little disagreement
over the necessity for continued research in this exciting area. Ennis best summarized the importance of continued research in critical thinking when he stated:
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Although critical thinking is generally recognized as on e of the
most important goals of the schools , very little research has been
done on tbe topic . On the average , l ess than two studi es a year are
published , just bare ly scratching the surface. Much needs to be
done. (Ennis , 1963, p. 17)
Cogswell (1969) , Gotesky (1966) , Glatt (1963) , and Hyram (1957) in
articles written during a twelve-year period of time agreed with Ennis that most
Americans think the skills of the critical thinker are of primary importance in a
society that espouses democratic ideals . They a lso agree with Ennis that much
research remains to be done.

Research has been attempted, however, and the

results of the se attempts are of great interest to those engaged in curriculum
development and the teaching of cr itical thinking.
to fall into three ve r y general catego ries.

The stu di es reported seemed

The first includes studies of attempts

to teach cr itical thinking in special classes designed to teach only c ritical thinking
skills to students.

The s econd area of study centered around various attempts to

teach critical thinking skills as a pa rt of a subject a lre ady in th e cu rri culum ,
such as science, English or social studies.

Third were studies concerning the

relationship of social conditions, such as e du cation , religion, family background, etc., and the ability to tbink critically.

This final a r ea of "socio-

cultura l conditions and critical thinking' ' is mentioned only to identify an a re a
of interest to critical thinking research. Since this area was not directly concerned with this study, it will not be discussed in this review .
mentioned , however , are reviewed.

The other areas

They are cr itical thinking as a special

curriculur.1 a r ea and critica l thinking as part of a subject already in tbe
curriculum.

The research relating to social studies , however , is reviewed

separate ly because of its special interest to this study.
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Teaching Critical Thinking

A classic experiment in the area of teaching critical thinking skills was
that conducted by Glaser (1941).

In this study Glaser was able to conclude that

students who were given instruction in the skills of critical thinking made
greater gains on the Watson-Glaser Tests of Critical Thinking than did students
who followed the regu lar school curriculum.
Hyram (1957) conducted studies using upper grade elementary students
in which he attempted to teach critical thinking skills through the use of a procedure which he called "The Socratic Method." His method was tested using a
device which was intended to measure the students' ability to use logic.

Although

p a rts of his procedure were not identical to those used by Glaser, his study indicated that students do respond to specific instruction in critical thinking .
In a study by Eisele (1966) aimed at constructing and using "resource
guides" as aids in teaching critical thinking, it was found that students who used
such guides made significant gains on the Watson-Glaser Critical Thinking
Appraisal when compared with students who used no such guides.
In a study by Larson and Gratz (1970) which compared "T Group Training,"
with "Discussion Training" as aids in "Problem Solving," it was discovered that
both of these methods as compared to a control group, produced significant
gains in critical thinking ability as measured by the Watson-Glaser Appraisal.
In two studies , one conducted by Constantinides (1965) and the other
by Davidson (1969, p. 702), evidence was produced which indicated th at proper
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teacher training and development of a positive teacher attitude toward critical
thinking offered "genuine hope for improved instruction in critical thinking."
All of the studies so far cited , even though conducted in a variety of
ways and locations, seem to indicate the basic validity of Glaser's original
finding, that students do respond in a positive way to attempts to teach critical
thinking skills directly.

Critical Thinking and Non-Social Studies Areas
in the Curriculum

The second general area of interest to those involved in critical thinking
research, that of teaching critical thinking skills in conjunction with non-social
studies classes that are a regular part of the school curriculum, is the next
area of interest in this review.

The studies reviewed in this section fell under

two headings: those studies conducted in the science areas and those conducted
in the language arts area . A study by Yoesting and Renner (1969) assessed the
effect of a college general physical science course designed to contribute to the
improvement of the students' ability to think critically . Using the Watson-Glaser
Appraisal as the dependent variable, this study did achieve positive results.
The other area used most often by those hoping to teach critical thinking
skills has been the language arts.

In the research reviewed, it appeared that

there was more research concerning language arts and critical thinking than any
other area.

Of these studies, a recent attempt to combine the teaching of speech
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and critical thinking was of significance.

In reporting his findings, Frank

stated that:
The experimental group scored significantly higher than the control
group on immediate and delayed critical-thinking post-tests across
five different teachers . . . . This means that the experimental
course was effective with five different teachers and that the improvement achieved under each teacher persisted for three months (Frank,
1969' p . 301)
Frank (1969) did note , however, that in discussions with students
involved in the study , they indicated some resentment toward the additional
study requirements of the critical thinking portion of the study.
In other studies by Morton (1964) , Grottenthaler (1967) and Ness (1967) ,

all of whom used speech classes to teach critical thinking skills, it was found
that critical thinking skills, formally taught , produced significant gains in
critical thinking sl<ills as measured by the Watson-Glaser Critical Thinking
Appraisal.
A study that involved teaching critical thinking in the areas of English,
geometry, science and social studies to 1500 students was reported by
Henderson (1958).

The results of this study were contradictory in that students

showed significant gains in critical thinking skills as measured by the WatsonGlaser appraisal , but failed to register such gains on the A. C. E. Test of
Critical Thinking, Form G.
The difficulty of evaluating these various studies , some of which produced conflicting results, was best summarized by Shaver.
a review of many of the studies cited here he said:

After completing

18

The conclusion that follows , then, from a review of available
research is that while there is some evidence to support the
proposition that teachers should specifically teach critical
thinking skills, research does not give any firm indication as
to the relative effectiveness of various methods of teaching
those skills . (Shaver, 1962 , p . 15)
This observation made by Shaver in 1962 would still appear to be
valid based on studies reported since that time.

In the studies cited in this

review there appeared to be no indication that a certain method had been confirmed as "the best" way to teach critical thinking.

The conclusion, then ,

must be that there is still no "firm indication" of the "establishe d effectiveness" of any one particular method to teach critical thinking .

Social Studies Research and Critical Thinking Skills

The third general a re a of research reviewed covered investigations
conducted in the social studies.

As a social studies educator , it was disquieting,

to say the least , to be made aware of the lack of research in this important area.
A quote from Shaver describes a serious situation that has not drastically
changed from the time the statement was made.
What does published research directly concerned with the teaching of
secondary school social studies tell the teacher about the appropriateness of techniques and procedures for teaching critical thinking. Unfortunately, not much. In the first place , such research is scarce.
An extensive review covering known sources of such research turned
up seven relevant experimental studies-only three of which were
directly concerned with the teaching of social studies. Moreover ,
the findings were not conclusive. (Shaver, 1962, p . 13)
Since this statement was made, there have been worthwhile studies
reported, but one cannot help but be surprised by educational researchers'
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neglect of such a vi tal area of concern to a democratic society. How this
long-time neglect in the research field has carr ied over into the classroom
was aptly demonstrated by Shaver (1965) .

After reviewing ninety-three social

studies textbooks , and taking note of the lack of concern with critical th inking
and soci a l studies instructi on , Shaver wro te that:
The results of a review such as reported in this a rticl e must be
sorely disappointing to social studies educato rs committed to the
idea that the citizenship education function of the social studies
should include as an essential ingredient teaching students to
think reflectively about important societal issu es . The disappointm ent in textbooks will be especi a lly great for educators who believe
that an adequately comprehensive framework of reflective thinking·
must emobdy consideration of the valu e conflicts inherent in our
plu ralis tic soci ety. (Shaver , 1965, p . 250)
These comments on the lack of con cern by social studies curricu lum
designers toward teaching cr iti cal thinking skills to students is indicative of
the fact that more research is sore ly needed in this important area.
Any discussion of research in the social studies- critica l thinking area
would have to begin with a r eview of the Harvard Social Studi es Project mentioned earlier in this revi ew.

This study was based, in many ways, on the

" model " approach defined earlier by Berlak (1 965) , and attempted to develop
a social studies curriculum designed to teach students the skills needed in
the analysis of public controversy . The course was taught to s eventh and
eighth grade students and was taught within the context of a twa-y ear geographyU.S . history sequence.

Th e main objective of the course , according to Shave r

and Oliver (1964 , p. 192) was to "teach a sche me for handling public controversy
focused on three kinds of probl ems: (1) Settling factual issues: (2) Handling
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problems of word usage and meaning; (3) Dealing wi th value conflicts . " The
research question the n became one of deciding "Cou ld cur r icular materials
a nd instructional methods be developed to teach this framework of cri ti cal
thinking . . . ? "
After assessing the results of thei r study, Shaver and Oliver were
able to conclude:
The project's research findin gs indicate th at students learned to
app ly a complex framework of a n a lysis to the discussion of public
issues, and that their gains in kno wledge of tra ditional social
studies content and in interest in so cietal issues compared favorably
with those of control stude nts exposed to more conventional curricula.
Th e results might well warrant th e substitution of the experi m e ntal
curriculum--set in the context of the U.S. history course as it is-for more conventional curricula in schools where this is possible.
(Shaver and Oliver , 1964 , p. 248)
Other research in the soci a l studies a r ea was reported by Rothste in
(1960) who us ed an American history course to te ach critical thinking ski lis
with pos iti ve results.

Rothstein (1 960) first identified a list of thinking skills

m entioned earlier that he hoped to teach in a thi rty- fi ve week course in Ame rican
history .

These skills wer e the n presented to students us ing American history

as a veh icle to te ach critical thinking.

Rothstein (1960) was able to conclude,

based on te st r esults from the Watson-Glaser Critical Thinking Appraisal ,
that American history presented to students in conjunction with the teaching of
critical thinking skills develop ed significant differences in students ' abili ty
to think critically.

The experimental group was compared with a control

group that had not received the speci a l instruction.
Creutz and Gezi (1965) reported a study which taught critical thinking
in a current events class , also with positive results.

Cousins (1962) conducted
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a study using eighth grade social studies students and found that these students
registered significant gains on the Watson- Glaser Critical Thinking Appraisal
when taught critical thinking skills as a formal part of their class work.
Another study in this area was reported by Shaver and Larkins (1969).
This study was of interest because of several factors.

First, it was conducted

in a Utah setting, in high schools similar in many respects to Cedar High
School.

Second, it made use of some of the research completed during the

Harvard Project as did the study at Cedar High School.

Thirdly, it used

similar, but in most cases more sophisticated, techniques than those used
in the Cedar City study.
This study was designed to identify and present to students an "Outline
of Concepts for the Analysis of Public Issues . " (Shaver and Larkins, 1969 ,
p . 78)

The identification of concepts was followed by development of "Sug-

gestions for Teaching the Concepts" (p . 91) and fina lly, the concepts were
presented for student use in thirty-one "teaching bundles ." Each bundle began
with a "Note on Purpose," a statement of "Objectives" and a "Note on Procedure." These items were followed by "Teaching Suggestions," and finally,
the presentation of an issue or situation which gave students the opportunity
to analyze a "public issue. "
This study also used modifications of the "recitation" and "socratic"
styles of teaching used in the Harvard Project, along with a "seminar" teaching
style,

Again, in a general way, a degree of similari'ty exists with the "seminar

sessions" used in the Cedar City study .
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Some of the evaluation instrume nts for this study were the SlAT No. 1 ,
and SIA T No. 2, which were developed during the Harvard Project and the Hea dlines Test and the Wagmis Test.
The Wagmis Test is made up of subtests one, two, and four from
the Watson-Glaser Critica l Thinking Appraisal, Form Am and
parts six and seven of the Michigan State Test of Problem Solving,
Form A. (Shaver and Larkins, 1969, p. 230)
In drawing "implications" from their study, Shaver and Larkins stated
th at:
It should be kept clearly in mind that the research of the U.S . U.
Project was aimed at the assessing of the relative impact of teaching style, not at the assessment of the effectiveness of our curriculum
in teaching analytic skills, as compared to some other curriculum .
(Shaver and Larkins, 1969, p. 26 8)

This, of course , is a major difference compared with the Ceda r Higi1
School Project which attempted to teach "analytic skills , " through the use of
the curriculum.

As to the final results of their study, Shaver and Larkins stated

that:
Looking at both the Harvard and th e U.S. U. Projects, we can conclude
that teaching style seems to have little differential effect on the lea rning of analytic concepts: at least in the case of the styles and concepts
of interest in these two projects . (Shaver and Larkins, 1969, p. 269)
A summary of the research reviewed here then, can probably best be
made by this statement from Shaver:
Probably the most conclusive suggestion supported by the research
reviewed here is that we should not expect that our students wil l
learn to think critically as a by-product of the study of the usual
social studies content. Instead , each teacher should determine what
concep ts are essen tial--e. g . , that of relevance- -if his students are
to perform the intellectual operations deemed necessary to cr itica l
thinking--such as , for example, the formulation and evaluation of
hypotheses. Each of these should then be taught explicitly to the
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students . . . . Situations as similar as possible to those in which
the students are to use their competencies should also be set up in
the classroom, and the students guided in application of the concepts in th is context. (Shaver , 196 2, p. 16)
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OBJECTIVES

The identification of a decrease in critical thinking skills among students
at Cedar High School (Morris, 1968) led to the expressing of concern by responsible
people in the school district.

This concern was heightened by the fact that the

decrease in critical thinking skills had taken place during a period when the staff
at Cedar High School was engaged in a total school effort to develop a new and
innovative program , especially designed to meet the needs of each student.

The

size of the decrease in critical thinking skills made it apparent that special
attention should be given to developing a remedy.
In discussion by Dr. Morris , after he was appointed superintendent of
the Iron County Schools, and staff members at Cedar High School, it was decided
that the problem was worth pursuing. In addition , it began to appear that the
improvement of critical thinking was of enough interest to others in secondary
education to warrant a formal study of any attempt to teach critical thinking at
Cedar High School.

It was decided by Dr. Morris and the writer to attempt to

teach critical thinking skills through the use of continuous progress packets and
to study formally the effectiveness of the packets.

This decision was based on

the previous use of continuous progress packets in the social studies and language
arts areas at Cedar High .

The decision to have instruction in the teaching of

critical thinking take place in a history course was based on the desire of the
writer, whose speciality is American history, to conduct the research study.
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Preliminary reading about teaching for critical thinking has indicated that
history might be an effective vehicle for the proposed study.

Permission was

granted by the school administration and support for the study was promised
by the faculty of Cedar High School.
The objective of the curriculum phase of this study, then, was to develop
a continuous progress packet based on the three ingredients identified by Shaver
(1962) as being necessary to teach critical thinking to students: first, identification
of thinking operations; second, a formal period of instruction in their use; and
third, opportunities to use these skills in meaningfu 1 situations.
The research objective of the study was to investigate the effect, in
terms of both critical thinking and knowledge of American history, of combining
the teaching of critical thinking with American history.
1.

The hypotheses were:

Students in the experimental American history program would show a

greater mean gain in skills in critical th inking as measured by the WatsonGlaser Critical Thinking Appraisal instrument than wou ld students in a control
American history course.
2.

Students in the experimental American history program would not

have different mean scores on the history portion of the STEP test than would
students in a contro l American hi s tory course.
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PROCEDURES

Population and Sample

The procedures involved in meeting these objectives and the evaluation
of these procedures involved an experimental group and a control group, both
composed of Phase III students.

At Cedar High School, Phase III students com-

prise the middle phase for general instructional purposes and are generally
college oriented students.

Phase IV , or advanced placement students , are those

who take American history for college credit, with Phase II students being able
but less interested students in a college preparatory curriculum.

Phase I

students are those with severe reading or emotional problems , with each class
limited to 15 students.

Phase III, therefore, provided an average, or slightly

above average, group of students for this study.
Students were free to phase themselves and to move through different
phases during the year as is the case with all classes at Cedar High School.
Course descriptions were also published describing classes and their relation
to phase level , so that no student was compelled either to enter to to leave the
Phase III level.
Past experience at Cedar High School indicated that about 50 or 60
students would sign up for Phase III history , and it was originally anticipated
that two groups of approximately 30 students would be formed to establish the
control and test groups.

27
The classes involved in the study were taught at 8:40 a.m. and 9: 20 a.m.
and were filled as students worked out their class schedules . Neither class was
scheduled in opposition to any c lass not taught at other times during the day ,
and no mention was made of the research to be done with Phase ill students.
A teacher not involved in the study handed out class cards for both classes as
students asked for them.

There is no evidence to indicate that students were

influenced either to join or leave either Phase III section.
During registration it became obvious that more students were interested
in the class t aught at 8:40a.m. than in the one taught at 9 :20a.m.

Rather than

force students to change sections, the registration was allowed to proceed
normally , with the 8:40a.m. class achieving an enrollment of 28 students and
the 9:20 a.m. class an enrollment of 21 students.

At the conclusion of regis tr ation,

the teacher who conducted the class registrations designated the groups number one
and number two and then flipped a coin to determine which group would be the
expe rimental group.

The flip of the coin determined that the 8:40 a.m. class

would be the control group and the 9:20a.m. class would be the experimental
group .
Th e control group, which consisted originally of 28 students, was made
up of 14 girls and 14 boys, ranging in age from 15 to 17 (see Table 2).

Cedar

High School is an ungraded hi gh school, and students who traditionally would be
classified as sophomores, juniors , and seniors were in this class.
The experi mental group cons isted originally of 21 students and was
made up of 16 girls and 5 boys, again ranging in age from 15 to 17 .

During the
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Table 2.

Number of students, by age and sex , completing cri tical thinking
study

Group

Age

Control

15
16

Male

11

17

Total
Experimental

13
15
16

2

17

Total

4

Female

Total

3

4

9

20

2

3

14

27

1

3

13

15

2

2

16

20

course of the study , each group lost one member due to their parents leaving
the Cedar City area . In both instances, the person leaving was a 16-year-o ld
boy.

Curriculum design
The model for the curriculum development phase of this study was
based on the earlier cited statement of Shaver (1962).

After a review of the

then available studies relating to teaching critical thinking , Shaver identified
three general steps to be followed by those attemp ting to teach critical thinking
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skills to students . His suggestions were:
each teacher should determine what concepts are essential- - e . g. ,
that of relevance - - , if his students are to perform the intellectual
operations deemed necessary to critical thinking . . . . Each of
these should be taught explicitly to the students . . .. a further
step can be suggested: Situations as similar as possible to those
in which students are to use their competencies should also be set
up in the classroom, and the students guided in the application of
the concepts in this context. (Shaver, 1962 , p . 16)
This model places upon the curriculum developed (the teacher) the
responsibility to identify "what concepts are essential" (Shaver , 1962 , p . 16)
as objectives for an instructional program in critical thinking.

It is obvious

from the wide choice of thinking skills identified in the Review of Literature
section of this thesis , that the selection of the critical thinking skills as
objectives is a difficult one.

The skills selected for use in this study included

those identified by Raths et at. as:
comparmg , summar1zmg, observing, classifying, interpreting,
criticizing, looking for assumptions , imagining, collecting and
organizing data, hypothesizing , decision making, applying facts
and principles in new situations , and designing projects or
investigations . . . . (Raths et at. , 1967, pp. 5-19)
The selection of this particular list was made only after many other
lists and suggestions for teaching critical thinking were examined.

This list

seemed to cover those thinking skills necessary for success in the social
studies curriculum , and they seemed to be indicative of skills necessary for
meeting the challenges facing citizens in today's modern , pluralistic society,
One other approach to critical thinking, a concern with "those skills
necessary to deal with public controversy" (Shaver and Oliver, 1964, p, 192)
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was also deemed necessary for this study.

Students using the experimental

approach were shown that focusing on public controversy lead to the consideration of value conflicts.

Critical thinking skills for the Cedar City Study were,

then, selected for their relevance to "public controversy" and "value conflict"
and can be summarized as the ability to identify:
1.

the values held by the historical figures being studied,

2.

which values were in conflict,

3.

the moral-legal-ethical causes of the value conflict being studied,

4.

how the value conflict was resolved, or how it might have been

resolved.
The combining, then , of the list of cr itica l thinking skills identified by
Raths et al. (1967) with the ability to use the operations necessary to resolve
value conflict made up the definitions of "critical thinking" as called for in step
one of the curriculum devel op ment model used for this study.
After the identification of the thinking skills to be taught as a part of
this study, the writing of the American history packet designed to teach these
skills and to provide for their use in "meaningful situations" was begun.

As

was evident from the Review of Literature given earlier, American history
has not been widely used to teach critical thinking and models for this type
of research were scare.
Portions of the Harvard Project (Oliver and Shaver, 1966) and the
study by Rothstein (1960) are the best examples of studi es that taught critical
thinking skills as part of an American history course.

Neither of these studies ,
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however, used individualized continuous progress packets as the basic source
to teach critical thinking.

For the construction of the experimental packet,

therefore, the writer relied on a combination of the research cited previously
and on prior use of continuous progress packets at Cedar High School.

The

packet was organized with an introductory section which indicated to the student
how the packet was to be used in a continuous progress situation.
included three types of guidance for students.
pleting each area in the continuous

progre~s

This section

First were procedures for com-

paeket; second were directions

for conducting a seminar; and third was a diagram or a flow chart graphically
portraying the steps to be followed by students using the packet.
The next section in the packet was "U nit One: Introdu ction to Critical
Thinking." This unit was designed to "specifically teach" critical thinking
skills to students, this being the second requirement of the research model.
This unit was divided into four sub-sections, each designed to teach
some aspect of cr itical thinking.

These sections wi ll be described in the order

that they were presented in the packet.
Area One of this first unit was titled, "Critical Thinking and American
History." This section reviewed the requirement to think about problems of
survival that men have always faced.

It further stated that man's continued

existence requires a continued effort to reach thoughtful solutions for current
problems.
This section also introduced the students to a publication which discussed
and gave examples of critical thinking sldlls.

This booklet, titl ed Critical
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Thinking, was published for general use in Utah by the Utah State Board of Education , but was actually based on the work of the Harvard Social Studies Project.
The study of this booklet by students in the experimental group was the initial
step in the attempt to teach critical thinking to students involved in the study.
Each student was given a copy of the booklet and, using student discussion and
comment whenever possible, the m aterial presented was studied by those in the
experimental group.
The table of contents gives a general idea of the areas covered by the
Critical Thinking booklet:
I.

II.

Describing the World Around Us
A. Definitions
B. Classes
1. Danger of classifying an object on the Basis of
Limited Information
2. The Danger of Using Classes Which Refer to Averages
C. Definitions and Terms with Value Loadings
D. Summary
Testable Statements
A. Statements that Describe Events in the World Around Us
1. Specific Claims
2. Summarizing Statements
3. Explanations
B. Telling How Sure We Are
1. True Beyond Reasonable Doubt
2. Probably True
3. False Beyond Reasonable Doubt
4. Probably False
5. Doubtful
6. Controversial
C. Summary

III. Proof Process
A. Framing Hypothesis
B. Assumptions or Hidden Claims Implied by a Hypothesis
C. Sampling: Stating How Much Evidence Supports a Claim
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D.
E.

F.
IV.

V.

Testing Complex Explanations and Claims
Sources of Evidence
1. Intuition
2. Authority
3. Personal Observation
4. Proof by Analogy
Summary

Value Judgments, Statements of Preference, Dilemmas, and
Loaded Statements
A. Value Judgments and Decisions
B. Statements of Preference
C. Dilemmas
D. Loaded Statements
E. Summary
Argumentation
A. Where an Argument Begins
B. Two Levels of Argumentation
C. Summary (Critical Thinking, 1963, Table of Contents)

The second area that was discussed in Unit One was titled "Thinking
Skills Usefu l in Studying American History." This section of the packet was an
extension and explanation of the skills of critical thinking identified earlier by
Raths et al. (1967).

This section was designed to be used as a t eaching-learning

device studied by the teacher and students in discussion sessions.

This discussion

of critical thinking skills was furth er designed to serve as a reference of students
throughout the study when asked to identify examples of critical thinking used by
historical figures or to exhibit these skills themselves.
The next two sub-areas in Unit One were directed toward the skills
necessary to identify areas of public controversy and to resolve "value conflict."
Area Three, the first of the two remaining sub-areas, was titled , "Analysis
of Public Issues in American Society." This section introduced and attempted
to identify some of the steps that are necessary in the resolution of value conflict.
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Area Three was also designed to develop in students the willingness a s well
as the thinking skills that appear to be necessary for thoughtful citizens to
resolve va lue conflicts.

Students were a ls o introduced in Area Three to the

concep ts of " individual freedom" and "human dignity, "--the two concepts which
formed the basis for the concept of a "national ethical standard" which citizens
of Amer ica might use as the starting point for the "rational" resolution of
valu e conflict.
Area Four, the final sub-area of the introductory unit on critical thinking, then examined a technique that has enormous potential for the teaching of
critica l thinking.

This area was titl ed " The Socratic Method of Inquiry." This

section quoted portions of a discussion (J ordon, 1963) of the attitude toward
inqui ry that was exhibited by Socrates . The reading emphasized that the
"socrati c approach" will not work when proper answers to questions are already
known . It is rather, a technique which supposes that each man has a spark of
rationality that leads him toward truth if he is given that opportunity.

Th e m e thod

is best used when the teacher and the students are looking for a way of "weeding
out bad answers" and moving toward good ones .
In this study, the introduction to seminar sessions provided oral
discussion as an important opportunity for students to use their skills of
critical thinking.

The opportunity to use these skills in the resolution of

value conflicts was made available to students throughout the year in the
history portion of the curriculum. Students were asked to identify areas of
value conflict in American history , and then to trace the historica l reso lution
of the conflict or to suggest and de fend in a "seminar session" other ways the
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conflict could have been resolved.
The issues and conflicts identified in the history portion of the critical
thinking packet presented many situations selected to allow students to use
their critical thinking skills in seminar sessions that were intended to provide
experience in the analysis of public issues .

The identifying of instances suit-

able for use in analyzing public controversy and value conflict was done in a
manner somewhat similar to the "teaching bundles" used on the U.S . U. Project.
In the Cedar City Study, however, the student was asked to identify an area of
conflict, recorded in a historical source rather than a "teaching bundle." and
then to use critical thinking skills to resolve the conflict.

Many of these

problems had no "right" answer, and so the "socratic method" of simply moving
from "bad answers" toward "good answers" and then defending these "good"
answers was the challenge for students in the "seminar session" portion of
this study.
Units Two through Eight of the packet were designed to present American
history in such a way that the opportunity to use the critical thinking skills taught
in Unit One of the packet could be strengthened in the "meaningful situations"
required by the curriculum model.

Some suggestions for getting students

engaged in critical thinking in an historical, political context, were given by
Oliver and Shaver.
At least six pedagogical approaches are commonly used to organize
materials for the teaching of contemporary issues. These might
be briefly stated as follows: (1) the injection of contemporary issues
into regular history and government cou rses whenever they appear
relevant; (2) the treatment of the "daily news" as the main substance
of the course, often through programs provided by daily or weekly
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newspapers or newsmagazines; (3) the treatment of "current events"
periodically (usually once a week) as a regularly scheduled activity;
(4) the thematic approach to history wherein a topic such as "Church
and State" or "The Democratization of American Society" is injected
into the regular historical content; (5) the historical crises approach,
in which particularly critical historical episodes or eras are identified
and analyzed in the search for useful generalizations which might help
one analyze or explain contemporary problems; (6) the problem-topic
approach, which gives priority to particular topics, and then seeks to
develop them from some point in the past to the contemporary
definition of the problem. (Oliver and Shaver, 1966, p. 138)
Numbers five and six were of special interest to this study.

Number five,

"the historical crises approach" was the basis for the design that was followed
in the American history portion of this study.

It was the writer's hypothesis

that the identifi cation of particularly critical "historical episodes" could be
accomplished by any skillful history teacher.

It was also hypothesized that

each historical "era" contains episodes that can be "analyzed in the search for
useful generalizations which might help one analyze or explain contemporary
problems." (Oliver and Shaver, 1966, p. 138)
Samples of individual units which presented these "episodes" are provided in the Appendix of this thesis.

The table of contents outlin ing the topics

of the experimental packet is listed below.
Unit I.

Introdu ction To Critical Thinking
Critical Thinking and American History
Thinking Skills Useful in Studying American History
Analysis of Publi c Issues in American Society
The Socratic Method of Inquiry

Unit II. Establishment of the American Nation
What Factors in World History Led to the Discovery
of America?
What Factors Caused the Exploration of America?
Why Did Europeans Settle in America?
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How Did England Gain Control of North America?
Wh at Were the Causes of the Revolutionary War?
How Did We Win Our Independence?
Unit III.

Uniting The New Nation
How Shall the Nation Be Governed?
What Are 1he Basic Principles and Organization of
Government Established by Our Constitution?

Unit IV.

The Challenge of Sectionalism
The Age of Andrew Jackson
The West Ma nifest De s tiny
Sectional Differences Split the North a nd South

Unit V.

Testing the Union
The United States Divided
The War Between Sections
Reconstruction

Unit IV.

Creating Industri a l Strength
Subduing th e Last West
Conso lidating the Factory System
Labor and Agriculture Want a Sh are in the "Stakes of
Power"
P artisanship and Statesmanship.

Unit VII.

Reaching Into th e World
Carrying the F lag Overseas
The Time of the Pro gressive
New Internati.onal Responsibilities

Unit VIII.

The Quest for Security
Involve ment in Europe
Prosperity's Promise
Crash, Cris es and the New Deal
The End to Isolationism
The Global war
Life in an Uneasy World

Student Guide for Analysis of Current Events, History and Critical
Thinking Skills as Aids in 1he Search for 1he Solution of Current
Problems
The final section in the packet was patterned after the "problem-topic
appro ach" identified earli er by Oliver and Shaver (1966).

This portion of 1he
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study attempted to give "priority to p a rticular topics" and then attempted to
"develop them from some point in the past to the contemporary definition of
the problem." This attempt was m ade through a unit titled "Student Guide
for Analysis of Current Events : History and Cri tical Thinking Skills as Aids
in the Search For the Solution of Current Problems."
This unit was the culmination of the year's work, and was designed to
have students "use in a meaningful way" the critical thinking skills they had
been building throughout the study.

The outline for this unit contained th e

fo llowing i terns:
Specific skills you will be engaged in during this study are:
1. Reading
2. Writing
3. Research skills
a. Library research
b. Bibliography construction
c. Organization of materials
d. Evaluating and sifting materials
4. Making judgments
5. Drawing conc lusions
6. Stating conclusions
7. Predicting results
8. Recommending solutions
9. Defending and explaining solutions and conclusions
10. Critical Thinking Skills
a. Recognition of assumptions
b. Interpreting data
c. Evaluation of arguments
d. Identification of value conflicts
e . Establishing the validity of information
f. Identification of testable statements
g. Use of the proof process
h. Handling of valu e judgments, statements of preference,
dilemmas and loaded statements
i. Observing
j. Imagining
k. Analysis of public issues
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Step 1
Choose for your current events study a problem area in
American life. A list of suggested topics you may wish to
choose from includes:
1. Municipal politics
2. Religious freedom
3. Rights of the accused
4. Status in America
5. Science and public policy
6. Communist China
7. 20th Century Russia
8. The Immigrants experience
9. The lawsuit
10. Bitterness from the Civil War
11. Nazi Germany--A resurgence
12. New Deal legislation
13 . Organized labor
14 . Railroads and other transportation
15. Community change
16. Negro views of America
17. Race and education
18. The "Hippi e" movement
19. Crime
20. VietNam
21. Isolationism and nationalism
22. Drugs
23. Urban decay. The Ghe tto
24 . Education
25. Infl ation
26. Political corrup tion
27. Agriculture
28. The economy
29. Conflict
a. Hacia! and ethni c confli ct
b. Religious a nd ideological confli ct
c. Threats to the security of the individual
d. Conflict among economic groups
e. How to pay for health , education and we lfare
f. Political conflict
Step 2
Write a s t atement conce rning th e proble ms you have decided to
research. (Sugges ted format)
1. Des cribe the problem.
2. Whe r e is it lo cated ?
3. \Vho is involved?
4. Why are you interested in it ?
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Step 3.
Prepare a bibliography to direct you in the research of the
problem you have chosen. Make sure you can find sufficient sources
to complete the study. Begin your research by checking some of
these sources available to you.
1. Library (school , city, college)
2. Teacher
3. Parents
4 . Other students
5. Films and tapes
6. Interviews
7. Periodicals
8. Newspapers
Step 4
Answer these questions as a guide to your research .
1. What are the apparent causes of the problem?
2. How far back in history did this problem begin?
3. What solutions have been tried in an attemp t to
end the problem?
4. What similar problems have existed in America's past ?
5. What solutions have been used to solve these previous
problems?
6. Have these solutions been successfu l ? Why or why not?
Step 5
Statement of conclusi ons based on research.
1. What solutions or op tions are presently available to
end this problem?
2. Has there been a historical solution offered as a cure
for this problem ? How does it compare with your
solution?
3. What might prevent the acceptance of your solution?
4. Suhmit your findings to the teacher for evaluation .
Step 6
Evaluating your ideas and putting them to work.
1. How was history an aid in helping you arrive at your
conclusion?
2. How did the concepts discussed in the bookle t "Learning
to Think Critically" help you to arrive at your conclusion ?
3. Based on your understanding of this problem, write a
letter to your senator or representative offering yonr
ideas to him as a contribution by an interes ted citizen.
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4.

Be prepared to discuss your findings in a seminar
period, and also be prepared to present your findings as part of a total group discussion.

Many of the topics listed in Step 1 were topics that were used in the
Harvard Project and have since been put in booklet form for general school use.
The booklets, prepared by Oliver and Newmann (1969) and published by AEP
under the title, Public Issu es Series/Harvard Social Studies Project, were
avai lable for use by the students in the expe rimental and control group .
The curriculum design for this study was actually put into use, then,
through the continuous progress packet which, hopefully, met the three requirements of the curriculum development model.

The packet identified the critical

thinking skills to be taught , presented them to students, and then attempted to
provide meaningful situations in which students might use their critical thinking
skills.

Design of classroom presentation
The experimental study actually began when the two classes participating
in the study completed their registration and administration functions on August 28
and 29, and met formally for the first time on September 2, 1969.

Both classes

spent from September 2 through September 5 on a teacher-directed review of
world conditions prior to the discovery of America.

From September 8 to

September 17, both classes were involved in the testing procedures described
in the "Data and Instrumentation" section of this thesis.
On Monday, September 22, the two groups both taught by the writer,
began the formal study of American hi story.

The expe rimenta l group us ed the
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packet described earlier , and the control group used a continuous progress
packet previously used at Cedar Hi gh School.

The packet used by the control

group followed a format identica l to th at used by the expe r i m ental group with
one m ajor excep tion.

The control group's packet used as the final activity for

each unit a series of questions orien te d to the recall of memori zed factual data ,
whil e the experimental group's packet used an approach designed to elicit
critical thinking respons es . Examples of units used by th e control group as
with the expe rimental group

are given in the Appendix.

The control group proceeded th rough its packe t in the traditional manne r
completing the packet on Friday , May 8.

The experimental group began a formal

study to identify and learn critical thinking skills on Monday, September 22.
T hi s portion of their study followed Unit One of th e ex-pe rimental packet described
earlier, and was comple ted on Fri day, October 3.

After the comp letion of Unit

One, th e experimental group began th e i r study of Ame rican history using Units
Two through Eight of the experime nta l packe t.

These units were designed to

teach critical thinking and Ameri can hi story u s ing the "hi stori cal crises"
approach.

The history portion of the exper imenta l group's study , as with the

control group terminated on Friday , May 8.

From

Monda:~~.

May 11 to Friday,

May 17 , both classes completed the fina l series of standardized tests follow ing
the procedures described in the "data and instrumentation" section .

Giving

the se tests prior to the last week of s chool was done in the attempt to avoid
th e constant interruptions of the fin al " awa rds and assemblies week" a ctivities.

43

From Monday, May 18 until Friday, May 22 , both classes studied a
current events area.

The experimental group used the fin a l unit in their packet

titled "Student Gu ide for Analysis of Current Events," described earlier whil e
each student in the control group was allowed to simply "choose" an area of
interest to research.

It had originally been planned that the analysis of current

issues portion of the study would take at least three weeks to complete, but due
to a delay in test arrival and th e time consumed by the "historical crises"
portion of the study, the "probl em topic" approach was limited to one week,
and followed the comp letion of the testing procednres .
The requirements of time and the necessity of testing students in each
group led to the restricting of some aspects of the continuous progress approach
that was used . A!though students are usually free to complete the requirements
set forth in a continuous progress study as rapidly as they can successfully do
so, for the purposes of this study it was necessary to limit, at least partially,
the speed at which students might proceed. Rather than a llowing accelerated
students to move to the next unit upon completion of the previous unit, these
students were required to go into a "quest" or " in-dep th" study of some interest
area identified in the unit they had completed.

Allowing accelerated students

to move into a quest area after completing the requirements of the "basic"
unit was built into both packets by means of a flow chart that directed students
through the packet and to a quest area.

With this exception, which allowed

for the administrative aspec ts of the project to be handled more conveniently,
the packets were used as designed.

44

With both classes, the general weekly format began with an introduction
and discussion by the teacher of the unit to be studied.

This discussion involved

an opening state m ent usually taken from the written introductions to the units
in each packet, and was follo wed by a brief summary of the items in the "topic"
outline for each packet.
The students in the control group then we r e asked to choose a varying
numbe r of questions from the "Self Test" portion of the control packet.

They

were then either to answe r questions a bout the area being studied or to p rep are
notes for a group di scussion of the ar ea.
The introduction of the unit of study for the experimental group was
similar in every r espect to the introduction given the control group except they
were referred to the "Critical Thinking Guide" of the unit for ass ignments.
Students were then given "open" or "study" time for one or two days at which
time they were expected to read from a variety of texts and resource books
or go to the so cial studies resource center.

The resource center is located

in the social studi e s area of the high school, and the various types of me di a
listed in the packe ts are catalogued and available for student use .
At the conclusions of these study periods , the students were direc ted
to m ee t in seminar or dis cussion groups which were organized by the students
th emse lves on a "social" rather than an "academic" basis.

In other words ,

the students m et with their "friends" for a seminar period.
The format for th e seminar periods was set up in the student guide
section of the packe ts for the control and experimental groups.

Each group
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was to choose a leader for the day's discussion, and to meet in the "seminar
rooms" that surround the "large group" area in the social studies department
at Cedar High School.

The group leader would us e e ither the "Self Test" guide

in th e control group sessions or the "Cri tical Thinking Guide" in the experimental group sessions as his guide for asking qu estions necessary to get the
discussion sta rted.
While the administrative format for each group was similar, the
internal workings of the seminar sessions of the two groups were quite different.
The two groups used differing styles of dia logue in their seminar sessions-th e se two style s described by Shaver and Oliver (1968) as the "socratic" and the
"recitation" types of discussion.

Th e experimental group , a s ha s been previously

exp lained, had special instr uction in the so-called "socrati c te chnique" of
dis cuss ion.

This was a probing, challenging approach , whi ch questioned the

valu e judgments , hypothes es, and generalizations that were put forth by students
in response to the questions in the "Critical Thinking Guide."
The " socratic" style was considerably different from the " recitation"
styl e of discussion used in the control group .

The control group sessions were

aimed primarily at re-evaluating and summarizing the factual data introduced
in the "Self Test" portion of their packet.

The teacher, as with the experi-

m enta l group, was involved occasionally as a discussion leader , but special
emphasis was placed on not using the "socratic" method of discussion .
It was interesting that issues and conflicts readily identified and

analyzed in the "socratic" sessions of the experimental group were often totally
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ignored by the control group, especially toward the end of the study.

Their

only "violent" discussions seemed to center around questions of fact , and
only rarely around issues and value conflicts.

The area of value conflict

was the usual discussion topic for the experimental group throughout the
study.

The experimental group also seemed much more able to identify and

resolve questions about definitions using the techniques taught to them from
the Critical Thinking booklet.

This ability made it possible for them to settle

"definitional problems" 4uickly and move onto issues relating to fact or to
value conflict.

This ability was never m astered by the control group, who

continually "bogged down" over definitional problems. Again, the rather
simple skill of writing down a criteria! definition of the object in question was
never learned by the control group.

The frequent use of this skill by the

experimental group gives supporting evidence to Shaver's (1962) statement
that the assumption that these skills are learned as a by product of a regular
classroom study is a faulty assu mption.
On the day following the seminar sessions, the classes were both
given a rather formal lecture presentation by the teacher covering in a
"traditional" way the factual historical data contained in the unit being
studied.
The final step in the classroom procedure was a test given to each
group at the end of each unit.

The control group was given a traditional

essay test which asked for the recall and sequencing of factual data.

The

experimental group was given an essay test which was based on an issue
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identified in the "Critical Thinking Guide." The experimental group's test
questions were often about an issue or value conflict which has never really
been resolved and , therefore, had no historically "right" answer.

The

students were as ked to identify the values in conflict, to take a position relative
to the resolution of the conflict, and to defend rationally the position they had
taken .

Data and Instrumentation

Test procedures
The procedures that were designed to test the validity of the experimenta l packet and its ability to aid students to learn critical thinking skills
began on the first day of cl as s work following registration.

The schedul e

to be followed during the year was explained to each class in the fo llowing
manner .

First, each class would be using a continuous progress packet to
study American history.

Second, it would be necessary to evaluate these

packets through the use of a series of tes ts.

The tests to be used were

explained as being of three types, and that the tests would be given at the
beginning and end of the year long study.
The tests to be given were:

First, the School and College Ability

Test (SCAT) which would be administered first and was designed to evaluate
the mental ability of the groups to make sure the evaluation of the packets
would be based on results from similar groups.

Second the Sequential Test
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of Educational Progress (STEP) Social Studies Portion, would be used to
measure progress in the social studies area.

Third, the Watson-Glaser

Critica l Thinking Appraisal would be used to evaluate development of a
number of abilities identified as critical thinking skills.

Students in both

groups were told that the standardized tests they were to take would not be
added to their history test scores for grading purposes.

They were asked to

do their "very best" on the standardized tests, however.

It was felt that not

counting these standardized tests for "grade" purposes had an overall beneficial
effect on the study . The students in both groups seemed to respond honestly to
the questions asked in the tests .

With the "threat" of grades removed there was

no reason to "cheat'' or to copy from anyone e lse.
It was the original plan of the study to begin giving the standardized

tests on Tuesday, September 2.

Because of the late arrival of the test materials,

however, the tests were administered from Monday, September 8, to Wednesday,
September 17.

Since the class periods at Cedar High School are built around a

"modular" schedule, most "study" c lasses last only 40 minutes or two 20 minute
"modules." This a llowed about 35 to 38 minutes of class time and necess itated
giving the standardized tests over several class periods.

The tests used were

all suitable for administration in sub-test form so this time limitation was not
a problem for either group.

Following the time recommendations of the test

publishers, there was no instance in either class where students did not have
adequate time to comp lete their tests.
The students in the control and experimental groups took American
history in the same classroom at 8:40 a, m. and 9:20 a.m. , respectively.

The
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test used in the control group at 8:40 was also the one given to the experimental
group at 9: 20.

The two classes "passed" each other entering and leaving the

history classroom on test days, but there was no evidence that the students
had any opportunity to discuss the tests with each other.
Students who were absent for any reason were allowed to make up at a
later time, that portion of the test they had missed.
group followed this procedure.

Three students from each

There was, however, no evidence to indicate

that these students received or did not receive any additional outside help on
the sub-test they made up.
In the introduction that was given to students involved in the study, no
mention was made of an "experimental" or "control" group being used for the
study of the two packets.

The students in the two groups involved in the study

were told that each group would be using a history packet that would be evaluated
during the year by the use of the tests already described.

The packet used by the

control group, however , had been in use at Cedar High School for 5 years and
was well known to all students.

The "experimental" packet was new to Cedar

High School and though no mention was made of a "control" and "experimental"
group , it soon became obvious to both groups that the 9: 20 class was using a
different approach from the 8:40 class.

The extent to which this "different

treatment" produced a "Hawthorne" effect is difficult to assess.

The experi-

mental group seemed pleased with the approach used in the experimental
packet and responded very well to it.

Whether this response was more than

could have been normally expected is impossible to measure.
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The standardized tests were administered at the beginning of the
study by the writer with the assistance of the school counselor.

The directions

in the "teacher's manual" for each test were followed explicitly and no problems
of test administration were experienced.

This procedure was a lso followed at

the conc lusion of the study , except that the SCAT was not readministered, the
original test having provided all the data that were needed for the compa ring of
the two groups' mean scholastic aptitude scores.

The STEP and the Watson -

Glaser Critical Thinking Appraisal were administered at the conclusion of the
study , and were taken by the two groups beginning Monday , May 11, and concluding on Friday , May 15.

These tests were again given by the writer , with

the assistance of the school counselor.

Description of th e tests used in the study
The major concern of the study was the assessment of the effectiveness
of the experimental packet in teaching critical thinking . Since the decline in
critical thinking skills at Cedar High School was detected (Morris , 1968) using
the Watson- Glaser Critical Thinking Appraisal , the same test was used for the
present study.

This was bas ed on thP. assumpti on that an attempt to remedy

this decrease in thinking skills should assess learning using the same test that
had originally been used to identify the decline .
The Watson- Glaser Critical Thinking Appraisal was developed by
Goodwin Watson and Edward Maynard Glaser and is published by Harcourt, Brace
and Wor ld Incorporated, New York.

The test measures five areas of crit ica l

thinking: (1) Inference or the ability to dis criminate among degrees of truth or
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fa lsity; (2) Recognition of ass umptions ; (3) Dedu ction, or the ab ili ty to reason
deductively; (4) Interpretation a nd the ab ility to weigh evidence; (5) Evaluation
of argu ments as to strength and relevancy.
Since their original test was published in 1952, Watson and Glaser have
updated their device, keeping in it what they considered to be the most valid
questions fr om their previous test and adding new questions to bring each of the
two forms now avail a ble, YM and ZM , up to 100 responses.

The test was

copyrighted in 1964 and has been stand ardized by the autho rs using 10 , 312
high schoo l students in grades 9-12 at 14 school systems in 13 states (Watson
and Glaser, 1964).
The reliability of the Watson- Glaser Critical Thinking Appraisal was
established using odd-even split half reliability coeffic ients correc ted by the
Spea rman-Brown fo rmula.

The reliability of the separate forms for seniors has

be en es tablished as: Form YM , . 87, and Form ZM, . 83 (Wa tson- Glaser
Critical Thinking Appraisal Manual, 1964 , p . 13) .
The re li ability coefficients for this study, howeve r , were considerably
below those reporte d by the t est publish ers.

The reliability coefficient using

the "rational equ ivalence" formula (Juder-Ri chardson No. 21) for Form YM
was . 58 and for Form ZM . 74.
As for the test's ability to m easure all a re as of criti cal thinking , the
authors of the test , after r eviewing a list of thinking operations put forth by
Dresse l and Mayhe w which they subscribed to , m ade this statement:
It is the authors' belief that there wou ld be sufficient overlapping

among the different lists of component a bilities to warrant the
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expectation that the total score derived from a test based on one
list would correlate high with the total score based on an equally
good test covering an alternative set of similar abilities. (Dressel
and Mayhew, 1954, p. 10)
Watson and Glaser finally concluded that:
The Critical Th inking Appraisal may be used as a research tool to
provide objective evidence concerning the deve lopment of critical
thinking skills as a consequence of a given course of study or teaching method. (Watson and Glaser , 1964 , p. 12)
It was realized that the terminology used by Raths et at. (1967) and by

Oliver et al. (1963) to describe the thinking operations us ed in this study does
not match exactly with those terms used by Watson and Glaser in their Critical
Thinking Appraisal.

The areas of assessment in the Watson- Glaser instrument,

however , do cover genera l areas in critical thinking whose measurement provided
suitable data for this study.
Because of the concern over the validity of the Watson-Glaser Critical
Thinking Appr aisal , there have been num e rous reviews and critiques concerning
the use of this instrument when conducting critical thinking research.

Of all

the reviews available concerning the Watson- Glaser, the extensive examination
conducted by Crites (196 5) seems to be the best.

Crites concerned himself

primarily with the norms, reliability and validity of the test.

He did, however ,

review the criticisms leve led against the test by a number of criti cs and
reviewers over a number of years and then concluded:
The Watson- Glas er represents an approach to the measurement of
abil ity which is novel , as far as item content and format are concerned, and it is a laudable approach. It is also one which data on
the test justify as empirically useful. The test appears to measure
not only general intelligence but a lso certain logical reasoning·
abi lities . Some questions can be raised about the scoring key and
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the applicability of the test at the higher educational levels, but in
general it seems to be quite adequate for the appraisal of critical
thinking at the secondary school level and possibily the freshmen
year at college (Crites , 196 5, p. 330)
Some attempts to develop more meaningful measuring devices for
critical thinking skills in the social studies area than the Watson-Glaser have
been attempted and reported (Oliver and Shaver, 1966; Shaver and Larkins,
1969).

The most promising of these probably is the SlAT #4, which is a system

for analyzing "free di scussion" of students involved in political discussions.
While this attempt was a good beginning, the complexity of the te st led to this
comment:
There is, however , no denying the impracticability of careful, complex content analysis for the day-to-d ay measurement needs of the
average classroom. Teachers in general have neither the research
competence nor the time to learn or use such a complex system.
(Oliver and Shaver, 1966, p. 225)
It was decided, then, that for this partlcular research project, the

Watson-Glaser Critical Thinking Appraisal was the bes t availab le testing
device .
The scholastic ability test us ed to evaluate the mean scholastic aptitude
of the two groups used in this study, and the social studies test used to evaluate
development in American histo ry were far less controvers ia l than the critical
thinking test discussed earlier.

The scholastic ability test administered was

the School and College Ability Test (SCAT) published and standardized by the
Cooperative Test Division of the Education and Testing Service, Princeton,
New Jersey.

The test measures aptitude in math, science, social studies ,

reading, li stening, and wri ting with a ll areas being summarized into an overall
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estimate of ab ility.
The achievement test administered was the social studies portion of
the Sequential Tests of Educational Progress (STEP), Social Studies Form 2 A
and 2 B.

This test is also published and standardized by the cooperative Test

Division of the Educational Testing Service, Princeton, New Jersey, and
measured four main areas in the social studies field.
Under "Subject Matter," the test examines understandings in American
history , geography , social anthropology, economics, and world history.

These

i terns provided an acceptab le evaluation of the areas covered in the social studies
curricu lum at Cedar High.

In the area of "Skills," the STEP test claims to

measure th e skills of making generali zations , identifying values , distinguishing
fact from opinion , comparing data, and drawing conc lusions .

The test a lso

claims to measure "Understandings" concerning social change , geographic
en vironment , forces of nature , and the democratic soc iety.

In the fin al area

of "Materials," the test covers maps, graphs , cartoons, photographs, drawings, diagrams , tables , and texts.
The reliability of th e SCAT and STEP tests has been established
using the Kuder-Richardson Formula #20.

Re liability coefficients obtained for

the SCAT hav e been estimated as: verbal. 92, quantitive. 90, and the total . 95 .
(SCAT Technical Report, 19 57, p. 10).

The social studies portion of the STEP

has a reliability coefficient of . 84 (STEP Technical Report , 1957, p. 10) .
The computation of reliability coefficients for this study for the SCAT
and STE:P , however, was not possible due to the reporting of test results in

55

terms of "converted scores" rather than "raw scores." Educational Testing
Service, in reporting the means and standard deviations of the SCAT and STEP,
used this arbitrary conversion score which eliminated the possibility of computing reliability coefficients by those not having their original conversion
formula.
These tests appeared to be acceptable choices for this study because the
directions were eas ily understood by students and the tests were also administered
without difficulty.

The handbooks accompany ing these tests provided adequate

direction and guidance to allow a relatively untrained person in test administration
to use them successfully in a classroom situation.

Analysis

Findings
The main purpose of this study was to determine if students in the experim ental American history program would show a greater mean gain in critical
thinking skills , as measured by the Watson-Glaser Critical Thinking Appraisal,
th an wou ld students in the control American history course.

The second purpose

of the study was to determine if students in such an experimental program would
differ in knowledge in American history as measured by the social studies portion
of the STEP test , than would students in a control American history course.
Two groups of students from Cedar High School, each group enrolled in
a Phase ITI American history course, were us ed to assess the consequences of
teaching critical thinking to high school students.
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During the first two weeks of the 1969 -70 school year, each of these
groups was given a series of tests to determine their level of mental achievement, their level of competence in the social studies, and their cri ti cal thinking
ability.

Each group was then taught American history through the use of con-

tinuous progress packe ts.

The experimental group used a p a cket designed to

teach American history and critical thinking skills, the control group a packet
designed to teach only American history.
At the conc lusion of the study, each group was again tested to asses s
the ir a bility to think critica lly and to evaluate their comparative level of
knowledge in the social studies . It had been anti cipated at the beginning of the
study, based on the research condu cted by Morris (1 968) , th at there would not
be sig11ificant differences between the two groups' mean scholastic aptitude
scores.

However, to assess this assumption , the SCA T was administere d to

the students in the control and experimental groups.

If significant differences

were present in the scholastic aptitude of th e two groups , it was planned to use
an analysis of covariance to determine the significance of any diffe r en ces
iden tified in critical thinking or American history.
An analys is of the results of the School and College Ability Test are
summarized in Table 3.

The analysis of the m eans of the control and th e exper i-

m ental group yie lded at-ratio of . 87 which is not significant at the . 05 leve l.
Based on this finding, it appeared that an analysis of covariance was unnecessary.
Instead, the pooled variance formula for the t-ratio was us ed to test for the signifi cance of differences between the post-t es t group means on the STEP and the
Watson Glaser tes ts .
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Table 3.

Comparison of means for the School and College Ability Test

Form

Group

Mean

S.D.

df

t-ratio

2-A

Control

290 . 0

10.9

47

. 87

Exp .

287.0

12.8

Significance*
N. S.

*Significant at the . 05 level.

T able 4 summarizes the results of the STEP test pre- and post-tests .
An analysis of the means of the control and experimental groups on the pre-test
(Form 2-A) yielded at-ratio of. 31 which is not significant at the . 05 level.

On

the STEP test, Form 2-B , given at the conclusion of the study, an analysis of
the means yielded a t- ratio of . 49 , al so not significant at the . 05 !eve 1.
The analysis of the results of the STEP test , Form 2-A and 2- B , would
indicate th at the null hypothesis cannot be rejected.

The hypothesis that students

in the control and experimental groups would not differ in knowledge in American
hi story at the conclusion of the experimental study, therefore, was accepted.

T able 4.

Comparison of means for the Sequential Test of Educational Progress,
Social Studies portion

Form

Group

Mean

S.D.

df

t-ratio

2-A (pretest)

Control
Exp.

281. 0
280.0

11.00
10.28

47

. 31

N. S .

2-B
(posttest)

Control

283.0

15.10

45

. 49

N.S.

Exp.

281. 0

11.00

*Significant at . 05 level.

Significance*
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Table 5 is a summary of the results of an ana lysis of the WatsonGlas er Critica l Thinking Appraisal pre- and post-tests.

Form YM was given

at th e beginning of the study and Form ZM a t the conclusion .
The statistical analy sis of the pre-te st means yielded at-ratio of
. 003, not significant at the . 05 le ve l.

The t-test on the post-test dat a (Form ZM)

y ielded a t-ratio of 1. 99 , again not signific ant at the . 05 leve l.

Th is indicates

that the differ ences in critical thinking abili ty hypothesized a t t he beginning of
the study did not occur .

Ta ble 5.

Comparison of means fo r the Wat son-Gi aser Criti cal Thinking
Apprais al

Form

Group

Mean

S.D.

df

t-ra ti o

YM
(pretest)

Control

64. 89

10. 10

47

. 003

N.S.

Exp .

64.90

10.28

Control

60.59

8. 89

45

1. 990

N. S.

Exp .

66.2 0

9.97

ZM
(postt est)

Signi fi cance*

*Signifi cant at the . 05 level.

The need for further res earch in the critical thinking area is provided
by the examination of one of the part scores from th e STEP test.

As was noted

earlier, the description of this test mentioned that one of the areas m eas ured
by the STEP was the "area of 's kills '." Listed unde r this heading were the
" skills" of "making generalizations, identifying value s, distinguishing fact
from opini on , comparing data , and drawing conclusions." Because the model
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of critical thinking for this project included value conflict and value resolution,
the sub-area of "identifying values" was selected for further analysis .

The

"identifying va lues" test items are identified in the STEP Teachers Guide (1959).
These data had been compiled by Educational Testing Service who corrected and
scored the tests used in this study.

The percent of students in each class

correctly answering the "identifying values" questions
response count sheet.

was recorded on a

This percent , computed by Educational Testing Service

when the tests were corrected, was converted to a number, a mean was computed
and an analysis was made of the group m eans.
As reported in Table 6 , the pre -test mean for the control group's abi li ty
to "identify values " using Form 2-A was 63. 12.
Form 2-B was 58. 89, or a net loss of 4. 23.

The post-test mean , using

The e>:perimental group, on the

other hand, had a beginning mean of 60.93 on Form 2- A and a post-test mean
on Form 2- B of 61. 05, or a gain of . 12.

This comparison of means , however ,

is not statistically significant.

Table 6.

Difference in mean gain-loss changes in the ability to identify values
for the skills portion of the STEP

Group

Pre-test mean

Post-test mean

Control
N-27

63. 12
(16 r esponses )

58. 89
(19 responses)

-4.23

Exp.
N-20

60. 93

61. 05

+ .1 2

Mean ch ange
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Conclusions
The results of the "Social Studies portion" of the STEP indicate that the
experimental study had no effect on students' knowledge of American history.
This informa tion is of value to teachers who may be hesitant to attempt an
expe rimental study because of the fear that it would be detrimental to learning
the regular subject.

This attempt to teach critical thinking was designed to

teach historical generalizations, and then to use these generalizations in meaningful situations.

The study was not designed to replace history with critical

thinking , but hoped rather to combine these subjects in a way beneficia! to both
areas.

The goal for the experimental group can best be summarized by a

quotation from Feder.

He stated:

The problem approach Lfo American historyJ differs from other forms
of study in its emphasis on the process of investigation and study,
rather than the acquisition of predetermined factual information. The
facts themselves are a means to an end. They are examined , analyzed
and app lied in the course of the investigation; they are used in the
process of analysis. (Feder, 1967 , p. G-2)
It was the objective of the critical thinking packet, then, to use the
"process of analysis." The experimental group was expected to know American
history as well as it was known by the control group.

They were also expected

to use this knowledge in a more useful way , i.e. , the analysis oi public issues.
The control group on the other hand , was expected to use the facts of history in
the traditional way, i.e. , the recall and sequencing of historical data.
Speculation as to why the experimental group did not achieve statistica lly
significant growth in critical thinking skills might t a ke into consideration several
factors.

First was the concern over the content validity of the Watson-Glaser
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Appraisal.

Whether it actually measured the critical thinking skills taught

at Cedar High School is open to question.

Also , the reliability coefficients

reported earlier for the two test forms were considerably below tbose described
by the Watson-Glaser test manual.

The attenuation of scores due to this low

reliability could possibly account for the insignificant statistical results of the
critical thinking portion of this study.

In another study of this type, it would be

helpful to use more than a single test or perhaps a more valid test to measure
critical thinking.
The second area of concern was the small number of sturlents involved
in the study.

The degrees of freedom used in the calculations were quite small

and made a significant "t" rather hard to achieve .
Third, it is possibl e that the extra effort exhibited by students in the
control group may have had a "reverse" Hawthorne effect on the results of the
study.

Some of the students in the control group felt slighted not to be receiving

instruction in critical thinking.

As a result of tbis feeling , some of these students

worked with students in the experimental group on their "Critical Thinking
Guides."
There app eared to be no effective way to prevent this type of exchange
among friends in the same school.

The results of this exchange of ideas may

well have caused growth in critical tbinking in tb e control group tbat reduced
the difference between the two groups.

The obvious solution to this problem

would be to use two or more separate schools for a future study of this type.
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Summary and recommendations
A person who has spent many months of his time in a research effort,
especially if it is his first attempt, can seldom accept the bare facts presented
in a statistical analysis without commenting on some of the non-statistical
aspects of the research.
The teacher evaluation sheets and the "daily log" kept during the "seminar
sessions," for example, are replete with statements indicating growth and development in the skills of discussion , particularly the experimental group.

These

skills were never actually measured, so of course, cannot be reported.

It is

hoped that a future study at Cedar High School might measure this growth using
such devices as the SIA T #4 (Oliver and Sh aver, 1966) or the ACOS (Shaver and
Larkins, 1969).

Both of these devices were developed to measure student

responses in a seminar-type situation.
A possible area for further research using devices of the type just

mentioned would be the video taping and subsequent self-scoring of seminar
sessions by students.

Some research of this type has already been done in

Cedar City schools concerning the video taping of teachers in their classrooms.
This tape is then replayed by the teacher in a self-analysis situation.
The possibility of video taping a "seminar session" and then having each
student evaluate his own performance has great potential.

Students could

possibly use simpl ified versions of the SIAT #4 (Oliver and Shaver , 1966) or
the ACOS (Shaver and Larkins, 1969) to evaluate their own critical thinking
skills in seminar situations.

Any time a student can see and analyze his own

performance the possibility for real personal development exists.
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In summary, then , the Cedar High School Study did not produce significant s t atisti cal eviden ce for the hypothesis that teaching critical thinking in
an American his tory course using continuous progress packets wou ld cause
signifi cant gains in the ability of students to think critically.

On the other hand ,

there wa s some eviden ce p roduced , though not statistically s ignifi cant evidence,
which indi cated the desirability of additional research in this area.
It is also of educational significance that the downward trend in critical

thinking identified by Morris (1968, see Ta ble 1 on page 7) seemed to have been
stopped, at least for the expe rimental group students in this study.

Th at th e

downward trend can be halted for the enti re school using critica l thinking packets
similar to the one developed for this study needs to be substantiated by further
assessment over a longer period of time and using more students.
is tentatively planned for Cedar High Schoo l in the nea r future.

Such a study

The initial

results of this stu dy, however , are encou raging in that it does appear that the
experi menta l treatment m ay be an effective antidote to the decrease in criti cal
thinking skills which originally prompted this s tudy.
The results of the STEP test gave eviden ce that the experimental
packet taught historical concepts as well as the more traditional control packet.
The r esults of the "identifying values" sub-test of th e STEP also indi cated the
desirabili ty of additional r esearch in the critical thinking area.
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Appendix A
Four Experim ental Group Units
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Uni t Two: Establishment of the American

A hundred and fifty years o f virtual independence from gove rnmenta l
domination from England, a hundred a nd fi fty years of solving one's own
problems becaus e of the fact that England was 2, 500 miles --six months
travel time awa y came to a n end in 1763 when England , now the domin a nt
po we r in North A me rica and de e pl y in debt because of a lmost continuous
war for the past 100 years, attempted to r egain control of the colonies she
had been too busy to supervise in the past. Yet she is to find t:hat thos e who
have bee n found that they can stand a lone , those that. ha ve t.asted the heavy
power of virtual self-control a re not prone to relish the t_aste of control--no
matter what its form or conte nt.
As John Ada ms st.a ted , "The revolution was in effect be for e the war
commenced. The revolution was in the minds and hear ts of the people." Yet
the ties of blood a nd heritage are strong and not all are willing to mak e the
break. Can such a n uphe aval truly succeed without losing all that is good?
This is the question that only actions can answer.
Causes of the Revolutionary War
I.

Poli c ies of George III
A.
B.

C.
D.
E.
F.
G.
H.
I.
J.

Mol asses Act of 17 32
Proclamation Line of 1763
Sugar Act of 1764
Qu a rte ring Act of 1764
Sta mp Act of 1765
Reaction of the colonies
Townshend Acts
Tea Ac ts
Into lerabl e Acts
Quebec Act

II . Colonial Defiance
A.
B.
C.
D.
E.
F.
G.
H.
I.

Principle colon ial leaders
Sons of Liberty
Stamp Act Congress
Libe rty incident
Non-importation agreements
Boston Tea Party
Gaspee incident
First Contin ental Congress
Th e Association
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J.
K.
L.
M.
N.
0.

Committees of Correspondence
Watc hdog committees
Lexin gton a nd Concord
Second Continenta l Congress
Bunker Hill
Declaration of Ind e pe nd ence
1. Preamble
2. New theory of government
3. Reasons for separation

Fi lm strips
A merican Revolution Series
1. Causes of the R evolution
2. The War from Lex ington to Concord

3.

The Declara tion of Indepe nd ence

McGraw-Hill , Causes of the Revolu tion
E. A. Ser ies , Unit 2 , Part 1, 1734-1774

Tapes
A -3 #3 ,
A-7 #3 ,
A -5 #2 ,
A-30 # 1,
A-13 # 1 ,

The Stamp Ac t
Lexington and Concord
Ratification of the Declara tion of Inde penden ce
Causes of the Revolutio nary War
1600 tn 1776

Slid es
America n His tor y "40 0 ", Slid es

A-55 to A-65

Critical Thinking Guide: Unit Two, Area Five, Causes of
the Revolutionary War
I.

Summari ze what the coloni sts mea nt when they used the follo win g statements:
"No taxation without represe ntation n
"We dema nd the rights of Engl ishmen "
''VVe wa nt 'actual ' not 'virtua l ' re presentation"

How s trong was this argu me nt ? At wha t leve l of a rgumenta tion did it
ta ke pl ace?
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IT.

A. What values did the colonists have that were in conflict with the
values held by the English?

B. Were there definitiona l problems and misunderstandin gs involved
in t he va lue conflict? What were they?

c. Why d id propagandists on both sides use these value conflicts to
further their cause? What was their hypothesis concerning the use
of propaganda?
D. What were some "controversial or loaded statements" that each
side us ed in the value co nflict? Cite examples .
E. Discuss the "dilemmas" both sides face d in the conflict situation.
F. Summarize the sources of evidence that colonists used to prove
the need for ind epend ence?
III.

Interpret the value of the Declaration o f Ind epe nd ence to American
Revolutionaries and to Americans today. Evaluate its s trengths and
weaknesses for you as an individual. Discuss the philosophy of
governmen t expres sed by the Declaration of Inde pendence .

VI.

Imagine and discuss the value conflicts that were experienced by the
Ame rican Tory when independence was declared. Do Americans face
s u ch value conflicts today? What are they?

V.

Inte rpre t the causes of t he American Revolution as political, economic
and soc ia l experienc es. Be prepared to defend your interpretations in
a semin ar session using the "socra tic m ethod of discussion . " Be
familiar with the speci fi c events listed in Part I and IT of the topic
outline that he lp to prove your point.

VI.

The word "rebellion" has been a popular word with young people during
the past few years. Compare the rebellion represented in the Am e rican
Revolutionary movem e nt with the so-called 'youth rebe llion" of today .
Compa r e values , moti ves, m eans , objectives and desired end res ul ts.
Which is more revolutionary? Why?

Vli.
VIII.

Why couldn 't this conflict be solved by ra tiona l discussion and debate?
A.
B.
C.

Did America and England have similar na tional ethica l standards
a t this tim e?
Wha t was the common ethica l standard that each nation held on the
e ve of the War for Ind e pendence?
Wha t ethical stand a rd does America have today? Do you s ubscribe
to this stand a rd ?
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The debates, the discussions, and the compromises have all come
to an end at this time in our countries story. The long years of t.alk about
states rights, nullification and secession have ended and the United States,
united no longer , s eeks to resolve its long sta nding differences by the force
of arms.
The industrial North finds itself reeling from loss after loss on the
battle field as the agricultural South attacks quickly hoping to end the war
before their resources are expended. This is not to be the case however ,
as we see the North mobilize its forces and by great expenditure of men
and r esources begin to turn back the Southern effort.
The blood of brother is spilled by brother and father by son as this
most difficult of all American wars is fought t.o decid e whether a nation can
indeed survive "hal f slave ha lf free."
This struggle is a forerunner of the warfare nations all around the
world were soon t.o see as total econom ies a nd populations are involved in
the conflict. The South is espec ially devastated by the war and the wounds
are so deep that some will last for many generations.
The reasoned thoughtfulness of a "critical thinker" is forgotten by
both sides, and the loss in blood and treasure is to stand as a grim reminder
to any observer , o r IJ1e penalty that must be paid by those who would be ruled
by passion, rather than reason.
The war finally ends with a nation united in name only as the difficult
years of "Reconstruction " still lie ahead .
The Civil War
I.

The War Begins
A. The Confederacy is established
B. Final attempts at compromise
1. Crittendens Compromise
2. Virginia Peac e Convention
C. Lincoln is inaugurated
D. Fort Sumpter

II.

Strengths and Weakness of the Sides
A. The North and its leaders
B. The South a nd its leaders
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III.

The Eve nts of the War
A. War objectives of e ach side
B. Ma jor battles
1. First Battle of Bull Run
2. The War at Sea
3. The Wa r in the West
4. The Battle of An tietam
5. The Ba ttle of Gettysburg
6. The Battle of Vicksburg
7. She rman's March to the sea

IV.

A.
B.

V.

P eace --Sure nder
Effects of the war
1. North
2. South

Political Problems of the War
A. Fore ign problems
B . Do m esti c problems
1. The ha nd ling of the fr eed slaves
2. Main ta inin g politi cal freedo m
3. Assass ination o f Lincoln

Medi a
Films tri ES
E. B.
E. B.
E. B.
E. B.
E. B.
E. B.
E . B.
E . B.

Series
Series
Series
Se ries
Se ries
Series
Serie s
Series

Civ il War a t Sea
Gettysburg
Bull Run to Antie ta m
From Shiloh to Vicks burg
Sherman's March to the Sea
The Road to AEEomatox
1861-1863
Uni t 7, Part 1,
1863 - 18 65
Unit 7 , Part 2,

Ta Ees
A - 19
A- 6
A- 6
A- 6
A- 7
A- 8
A- 9
A- 2

#3 ,
#2,
# 2,
#1,
#1,
# 1,
#3,
# 2,

The Civil War
The F iring on of Ft. SumEter
Bull Run
Get!_ysburg
The Monite r and the Merrima c
Lee Surre nders
Ca Eture of John Wilkes Booth
Maximillian in Mexico
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Slid es
American History "4 00 ," Slid es C-56 to C-76
Record
The Sounds of History, Record #5, The Union Saundered

Critical Thinking Guide Unit Five, Area Two: " The War Be tween the Sections "
I.
II.

Criti cize Lincoln's handling of the "Secess ion Crisis" a nd the Fort Sumpter
situation. Summarize your evaluation of his efforts .
Compare the Union's s ide of the war as seen by Gran t , with the Confederacies side of the war as seen by Lee. Which side would you have
su pported ? Why?

III. Summ arize yo ur opinion to why rational cons ent was rejected in favor
of armed con111ct to settle the va lue conflict evident prior to the Civ il
War? Did the war solve the conflicts tha t rational de bate could not?
Is war ever a justifiable substitute fo r rational consent? Why or why
not ?
IV.

Summ a ri ze your opinion as to whether or not the leader of a nation has
the right to order m en to risk their lives for a n abstrac t idea such as
"preserv ing the Union." Also s tate yo ur opinion as to Lincoln's right
to s ubject our nation to violence and strife in order to give e qua lity to
a minority group. Does a Pres ident today have this right? Does the
Supre me Court have this right?
Should mino rities be forced to secure their own rights as best they
ca n rather than s ubje ct an entire nation to the solution of their problem?
Which do yo u feel is best?

V.

Interpret the feelings of Americans today conce rning racial e qua lity
and compare the m with the feelings of America ns during the Civil War.
State your opinion , as to how tnuch progress Atn ericans have m ade in

solving probl e ms concerning minority groups a nd states r ights. Do
you feel that America ns would aga in resort to a rm ed conflict to settle
these issues ? Why or why not?
Be pre pared to defend your position on all of these areas in a seminar
dis cussion.
VI.

VII .

Which specific value s do you be lieve Lincoln was willing to comprom ise
in this value conflict situation? Which value s did he feel it was important
to prote ct? Give exa mples to prove your statements.
Do yon ever co mpromise one value to protect a more importsnt value?
Is this a n honest approach? How e lse might you s ol ve a value dil emma
oth er than by a compromise?
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Unit Seven: Reaching into the World
Area 1\vo: The Time of the Progressives
Beginning with the early twe ntie th centur y a movement known as
progress ivis m began to perm eate Am er ica n life. This was a movement to
improve life by expa nding democracy and ac hieving economi c and social
justice. Progressives were optimistic a nd forward looking. They generally
acce pted urbanization and industria li zation and hailed the benefits of the
machine age, but sought to correct its evils.
Shocked by the sorry state of politics , the progressives sought to
correct this evil by getting more Americ ans invol ved in politics. The re m edy
for the ev il s of democracy, progressives believed , is mo re democracy.
In addition to po l itical reform the progressives planned to make social
and economic refor m s as well. They hoped to eliminate practices in Am erica
that were harmful to farm ers, workers, tena ment dwellers, and cons um e rs
a nd then fur ther planned to expand gover nm ent control in the na me of the
people , over many phr ases of the economy .

The progressives ga ined their strength from several different groups.
Among these were:
The farmers, with their populi st he rita ge, who were still
struggling against big business , particularly the ra ilroad
2. The ur ban middle class and s m all business men who were
alarmed by the power of giant trusts and political machines.
3. Most wo rke rs, who hoped the governm ent would pass l aws
reg·ulating working condition s for women , childre n and m en
in dangero us occupati ons.
4. Writers and journa lis ts, who uncovered ma ny faults in America n
society and called for much needed reform. These writers were
often ca lled "muckrakers."
5. P olitica l lead ers, ma ny of whom were unhappy with the condition o f American politics joined together in a loose confederation call ed the Progressive Party. Thi s party , as a formal
politica l organization, did not last long , but the ideas they be gan were accepted by m a ny good citi zens in both m a jor political
parties. These leaders were elec ted to offices in a ll l evels of
government a nd led m any of the re form movem e nt 's activ itie s.
1.

The progres sive era marked the transition from l aissez -fa ire to
government regulation of the economy, and de monstra ted that De mocratic
institutions could m eet the problems of urbani za tion and industrialization.
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The Progressive Era
I.

II.

III.

A Rough Rider Takes Over the White House
A. T . R. 's Early Career
B. The Crusade Aga inst Social Abuses
l. The ca 11 fo r reform
2. The Muckrakers
C. Political Changes
D. Social Changes
l. Slums
2. Temperance
3. The "Unfavored"
E. The "Square Deal"
l. "Trus t Busting"
2. Legislative Achievements
William Howard Taft as President
A. Troubles in Office
B. The return of "T. R. " The Lion Hunter
C. The New Nationalism
'The "New Freedom" of Woodrow Wilson
A . The Three Cornered Race
B. The Democrats in the White Hous e
C. The Progressive Move me nt Slows Down

Media
Filmstrips
McGraw-Hill,
Turn of the Century
Filmstrip House ,
The Struggle for Huma n Rights
E. A. Series, Unit 10 , Pa rt 1,
1901-1908
E. A. Serie s , Unit 10, Part 2,
1908-1914
Tape
A-25

The Progressive Era

Slides
American Histo ry "400," Slid es D-43 to D-53
Record
Sounds of History, Record #9,

The Progressive Era

Film
South West Media Center, #226-227, The Innocent Year s, 1901-1914
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Critical Thinking Guide, Unit Seven, Area Two: The Time of the Progressives
I.

II.

III.

Compare the conception of the office of the President that was held by
Roosevelt, Taft and Wilson. Which view do you s uppo rt? Explain your
choice.
A. Summarize the humanitarian values that were held by the Progressives.
B What humanitarian movements are curre nt in the U. S. today?
C. How successful are humanitarian mo vements in America? Which
do you support? VVhy? Why do other people s upport humanitarian
movements?
A.
B.
C.

IV. A.
B.

c.
D.

v.

VI.

Summarize what you cons id er to be the basic assumption of the
Progressive movement.
!Iow well did the arguments put forth by the Progressives help
their ca use?
Do you believe the evidence from then to now s upports their
hypothesis? Explain .
Frame a hypothesis that states why you feel the Progressive movement was as successful as it was.
Complete the ste ps necessary to strengthe n or infirm your hypothes is .
State the conclusion you reac hed based on your research.
How valid were you r sources of informa f:ion? \Vhat were they?

Id e nti fy and interpret the responsibilities o f citizens hip that the
Progressives argued the people were willing to accept if they had
the opportunity.
B. Do yo u believe the responsibili ties of citizenship a re the sa m e
today a s they we r e in 1900? E xpla in .
c. Summarize what you consider to be the responsibilities of
citizenship today. Give an objective, honest, appraisal of how
well~ meet the re quire m ents ~ established.
A.

A.

Summarize the Constitutional changes that were made during the

B.

Interpre t each of these changes as to whom these changes benefitted,
who opposed the m , why they l.ook so long to be adopted by Am er icans ,
etc.

Progressive Era.

America during the depression years was fortunate that lead ers of
character were directing the activities of t.h e nation. There will always be
d ebate over the effe c tiveness of the methods used by Presidents Hoover and
Rooseve lt , but there can be no doubt about their sincere des ire to see the ills
of all men brought to a satisfactory conclusion.
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Other parts of the world were not so fortunate as America, and other
nations a lso devastated by de pression, turn ed to less honorable .me n than did
Amer ica, to find solutions to their problems. From the misery and fear of
a world -w ide depression emerged violen t unscrupulous me n who used the
misery of the limes to fu r ther their own selfis h ambitions. These men blamed
"foreigners," minorities, the weak and any one who co uld not defend l.he mselves,
as scapegoats for the ir countries' trou bl es. By getting the people to give them
power to destroy those he ld responsible for their nation's plight , these power
hungry dictators were able to emerge all around the world.
Hitler in Germany , Mussolini in Italy, and Tojo in Japan, all e mer ged
during these years as dictators who were l.o throw the world into the violent
convulsi ons of World Wa r TI . Russian lead ers usin g s imilar tactics had
emerged prior to this tim e.
A merica, just beginning to recover from the depression, had no
desire to look outwa rd to the probl e ms of the world, and much isolationist
sentiment s till re mained from the ques tionabl e results of World War I.
America had never joined tl1e Lea gue of Nations , and had passed laws prohibiting financial involvement in European affa irs. Treaties of all kinds
calling for disarmament, the outlawing of war, and searching for world peace
in general were sponsored by America during this time and hopes for peace
a nd prosperity were expressed by Amer ica's leaders .
The sad facts of this time are, how eve r , that the di cta tors in Europe
and Asia had no plans for world peace, except tllat the nations of that wor ld
were willin g to s urrender the ir sovereignty to these dictators without a
struggle.
The story of this time in history is of tile attem pts o f thes e aggressor
nations to res hape the world in a m anner profitabl e to l.hem .
The nations of the world including America, was faced with the
dile mm a of stopping these aggressors, pe rha ps by war, or o f see ing the world
fall und er the rul e of des pots .
The struggle to r each a dec ision in this difficult m a tte r is agoniz in g
as the U. S. decides the issue of being inte rnationa list or isolationis t , and
the decision is a long and pa inful one, which is really concluded only when the
Japanes e a ttack Pearl Harbor. The decision once made is of momentous consequences and the r es ults of it are much in evidence today .
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The End to Isolationism

I.

II.

America Becomes a World Leader
A. Results of World War I
1. U. S. economic power
2. Repaym e nt of the "War Debt"
B. Th e search for world security
C. Outlawing war
D. U. S. Leadership in Latin America
E. The "Good Neighbor Policy"
International Threats to World Peac e
A. Japan in Asia
B. Italy in Enrope a nd Africa
C. Germany in Europe

III.

American Response to Aggression
A. Neutrality
B. Quarantine
C. Rearmament

IV.

Hostilities Begin
A. Na z is on the March
B. Munich
C. Poland
D. England and Fra nc e e nter the War
E. A change in U. S. sentiment
F. The Des troy er Deal
G. The Election of 1940 (Roos evelt)
H. Lend-Lease

Media
Filmstrips
E. A. Series, Unit 14, Part 1,
Tapes
A-10
A-12

1940-1942

German Aggression
The Snow Goose

Slides
Am e rican History "400"

Slides E-1 to E-21
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Critical Thinking Guide: Unit Eight, Area Four, the End to Isolationism

I.

A.

B.
C.

Identify the inference or conclusion concerning U.S. involvem ent
in wo rld affairs that Cordell Hull had r eached according to his
1938 speech deliver ed in Washington. Was he isolationist or inter nationa list? How can you tell?
From your observation of the same facts, do you feel that Se cre tary Hull had reached a warranted conclusion? Explain.
Evaluate Secretary Hull ' s argument a s to strength or weakness
of pres entation. What level of argumentation did he use? Cite
some examples to strengthen your conclusion.

II . A. Summ a rize the atte mpts that were m ade by Am ericans to brin g
about world peace before World War II b ega n.
B. Summarize your interpre tation of these attempts and give your
conclusion as to why these efforts were unsucc essful in achieving
world peace.
C. Formulate a hypothes is that indicates what you believe to be
the causes of World War II. Use the proof process to substantiate
or confirm your hy pothesis . Cl as sify the validity of the sources
of information you used to conduct your res ea rch.
III.

A. How would you interpret the Election of F. D. R. to a third term?
Why do you think he was r e -elected this many times?

B. Id e ntify some dilemmas F. D. R. faced in trying to keep America
fr ee and out of war a t the same tim e.

IV. A. Compare world politics in 1940 with world politics in 1970.
B. What ethic a l standards did the U.S. feel were being challenged

c.
D.

in 1940? What e thical standards are being cha llenged toclay?
Who is challenging today' s e thical standards?
What values were held by Germ any, Japan and Ita ly in 1940?
Compare thes e values with thos e he ld by Engla nd, France and
America.
What r e sponsibilities do you ha ve to support the ethica l sta nd ards
and values of America? How well do you meet this responsibility?
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Appendix B
Four Control Group Units
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Area Five: What Were the Causes of the Revolutionary War?
A hundred and fifty years of virtual independence from governmental
domination from England , a hundred and fifty years of solving one's own
problems because of the fact that England was 2500 miles--six months'
travel ti me away--cam e to an end in 1763 when England, now the dominant
power in North America a nd deeply in debt because of almost continuous
war for the past 100 years, attempted to regain control of the colonies she
had been too busy to supervise in the past. Yet she is to find that those who
have found that they can stand alone, thos e that have tasted the heavy power
of virtual self-control are not prone to relish the taste of control--no matter
what its form or co ntent.
As John Adams stated, "The revolution was in effect be fore the war
commenced . The Ilevolution was in t.he minds and hearts of the peopl e." Yet
the ties of blood and he ritage a re strong and not a ll a re willing to make the
break. Can s uch an upheaval truly succeed without losing all that is good?
This is the question that only actions can answer.
Causes of the Revolutionary War
I.

II.

Policies of George III
A. Molasses Act of 1732
B. Proclamation line of 17 32
c . Sugar Act of 1764
D. Quartering Act of l7fiS
E. Stamp Act of 1765 (Tape : "Stamp Act")
F. Reaction of the colonies
G. Townsend Acts
H. Tea Act
I . Intolerable Acts
J. Quebec Act
Colonial Defiarwe
A. Principle colonial leaders
B. Sons of Liberty
c. Stamp Act Congress
D. Liberty incident
E. Non-importation agreements
F. Boston Tea Party
G. Gaspee incident
H. First Continental Congress
I . The Association
J. Committees of Correspondence
K. Watchdog committees
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L.

Lexington and Concord (Tape: "Lexington and Concord , "
E. B. Series, Unit 2, Part 1, "Yea rs of 1734-1774 ' )
M. Second Continental Congress
N. Bunker Hill
0. Declaration of Independenc e (Tape: ''R a tific ation of Declaration
of Independence ' )
1. Preamble
2. New theory of governm ent
3. Reasons for se pa ration (Filmstrip: "Causes of Revolution ")
(Films trips: "The American Revolution Se ries:")
1. "Causes of Revolution "
2. "The War from Lexington to Concord"
3. "The Declaration of Ind ependence "
Self-Evalua tion Tes t for Area Fi ve, Unit On e
Causes of the Revolutionary War
1. What were the British Naviga tion Acts?
2 . Why did the British begin taxing the co lonies so heavily after the French
and Indian War ?
3. \Vha t was the Molasses Ac t of 1732?
4. Why was the Proclamation Line of 1763 issued?
5. What was the Sugar Act of 1764?
6. What was the Quarte ring Act of 1765?
7 . Wh at was the Stamp Act of 1766?
8 . What was the reaction of the colonists to British taxation policies?
9. What were the Townsend Acts?
10 . What was the Tea Act , and what was the r eaction of the colonies to it?
11. Who were several of the impor tant colonia l patriots and how did they
oppose British policies?
12. What was the Stamp Act Congress?
13. What brought about the Boston Massacre?
14. What was the First Continenta l Congress?
15. What were the res ults of this Congress?
16. What brought a bout the ba ttles of Lexington and Concord?
17 . What was the Second Continental Congress?
18 . Wha t brought a bout the Declaration of Ind e pendence?
19. Wha t is contained in the Declaration of Inde pendence?
Area Two: Wha t Were the Major Happenings of the Civil War ?
The blow ha s fallen and the conflict must run its course. The giant
inclustrial North ree ls as the defens ive South achieve s one vi ctory after another. Yet s lowly, ponde rou s ly, the North gathers momentum until the
South is cr ushed. A m an named Lincoln ga ins immortality a lon g with men
named Grant , Lee , Sherman , Jackson , Booth and hundred of other nameless
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m en. The blood of brothers mingle and the soil of the South is plowed with
the weapons of war. Out of the ashes of war arises a reunited nation, whole,
but not completely cured of those maladi es that brought about the great conflict.
The Civil War
I.

II.

War Begins
A. Southern Secession
B. Fort Sumpter (Tape:
C. Line up on states
Strengths and Weaknes ses
A. North
B. South

III.

Impo rtan t Leaders
A. Political
B . Military

VI.

War Objectives
A. North
B. South

V.

"Firing on Fort Sumpter")

Major Battles
A . First Batte! of Bull Run (Tape: "Bull Run")
B. Union Naval Blockade (Filmstrip: "Civil War at Sea," tape:
"Naval Battle Monito r and Merrimac")
C. War in the West (1862)
D. Battle of Anti etam (Filmstrip: "Bull Run to Antietam ")
E . Battle of Gettysburg (Filmstrip: "Gettysburg")
F. Battle of Vicksburg (Filmstrip: "From Shiloh to Vicksburg')
G. Sherman's March to the Sea

VI.

Peace
A. Surrender (Filmstrip: "Tbc Road to Appomatox;" tap<>: " Lee
Surrenders")
B. Term s of the s urre nd e r

VII.

Effects of the War (Tape: "Gettysburg")
A . South
1. Manpower
2. Finances
3. Industry
4. Agricul ture
5 . Transportation
B. North
1. Manpower a nd the draft
2. Finances
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C.

3. Industry
4. Agricultural growth
5. Railroads
Political Problems
1. Foreign
a. Britain
b. France (Tape: "Maximillian in Mexico")
2. Internal
a. Emancipation Proclamation
b. Thirteenth Amendment
c. Copperheads
d. Election of 1864
e. Lincoln's plan for the South
f. Oppo sition to Lincoln
g. Wade-Davis Bill
h. Lincoln assassinated (Tape: "Capture of John Wilkes

Booth")
i.

Johnson becomes President

Filmstrips:
EB Series--Unit 7, Part 1 (1861-1863)
EB Series--Unit 7, Part 2 (1863-1865)
Civil War and Reconstruction
Self-Evaluation Test for Area Two, Unit Four
The Civil War
1.

2.
3.
4.
5.
6.
7.
8.
9.
10 .
11.
12.

What was the pattern of secession for the Southern States?
What were the relative strengths and weaknesses of the North and the
South whe n the war broke out?
How were the North and South mobilized for war?
Discuss reasons why the South was victorious in most battles at the
beginning of the war.
What were several of the decisive battles of the war? Why?
What were the aspects of the war at sea?
How was the war ended ?
What problems were created in foreign relations by the war?
What was Lincoln's plan for the South?
How was Lincoln's plan opposed and stopped from being put into effect?
What were the political conditions in the North and South at the end of
the war?
What were the economic conditions in the North and South at the end of
the war?
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Area Two: What Social Problems Faced the United States in the
Post-Civil War Era?
Caught up in the crush of a rapidly expand ing industrial economy,
with the rapid development of urbanization, and masses of immigrants pouring
into the United States yearly, the common man finds his plight more a nd
more precarious. Child labor in the drab factories, pools of poverty in the
urban s lum areas , organized crime, drunkenness, and women's rights
become ever present problems for the people of the nation and the solutions
of these problems an ever pressing need .
Social Problems of the Post-Civil War Years
I.

II.

Problem s of the Era
A. Child labor
B. Urban s lums
C . Adulterated food and drugs
D. Dnmkenness
E. Organized crime
F. Occupational diseases
Muckraking and Social Reforms--Leaders
A. Slum problems--Jacob Riis
B. Settlement Hous e--Jane Addams
C. Scout movement
D. Temperance
1. Women's Christian Temperance Union
2. Anti-Sa loon League
3 . Eighteenth Amendment
E Women's Suffrage - -Nineteenth Amendment (Tape:
Convention ")

"Women's Rights

III. Roosevelt's Program
A. Northern Securities case
B. Elkins Act of 1903
C. Hepburn Act of 1906
D. Pure Food and Drug Act
Filmstrips:
Our History 1860-1945, #4 "The Struggle for Human Rights"
#6, "Our Cultural Heritage"
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Self-Evaluation Test for Area Two, Unit Six
Social Proble ms of the Post-Civil War Era
1.

2.
3.
4.
5.
6.
7.

Discuss br ie fly the conditions in eac h of the following that crea ted
problems for the American people: child labor, urban slums,
adulterated foods and drugs, drunkenness, cr im e, disease.
What was muckraking?
Who were som e of the leade rs in the social reforms move m e nt?
Wha t brought about improvements in the slum problem?
How did Americans begin to attack the problem o f drinking?
How did wom en's s uffrage deve lop ?
How d id Theodore Roosevelt a id the reform movem e nt ?
Area Four: How Diu We Become Involved in World War II ?

Sudd e nly the seed s o f totalitarianis m a nd disconte nt s own a fter World
War I germinate a nd are nourished by western appeasement policies and
public indifferen ce. The di c tators of the world plun ge into war once more
as they se ek world domination .
In s pite of our concern wi th the course o f the war in Europe where
one nation afte r a nother has been crushed by the power of the Nazi blitzkreig
until only Britain stands a lone, it re quires the shock of the day o f infamy-Dece mber 7 , 1941--to thrust us out of our lethargy a nd back onto the stage
of world involvement. Our role is the leading and decisive role of leading
the forc es of the United nations back fro m total defeat to the climax of un conditiona l surrender o f the Axis powers .
The United States and World Wa r II
I.

Events Leading to the War
A. J a panese a ggr ess ion in the Pacific
1. Korea
2. Manchuria
3. China
B. U. S. appeasement policies - -U.S. pea ce sentiment
C. Problems in Europe
1. Naz i s
2. Fascists
3. Attack on Ethiopia
D. Neutrality le gi s lation and actions
E. Hitler's aggression
1. Munich
2. Czechoslovakia
3. Poland (Tape : " World War II Germa n Aggression '~
4. War breaks out
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II.

Aid to the Allies
A. German victorie s
B. Election of 1940
C. Battle of Britain (Tape: "Snow Goose')
D. U. S. a id
Filmstrips: EB Series --Unit 14, Part 1 (19 40-1942) ; tape: "Voices
World War I and II " (Side One)

III.

U.
A.
B.
C.
D.
E.
F.

S. Becom es Involved
Mor e German victories
German a llies
U. S. polic ies toward Germany
Germany attacks Russia
U.S. policies in Asia
Attack on Pearl Harbor

IV.

The War
A. Declaration of war
B. Japanese victories
C. North African cam paign
D. European campaigns
E . Pacific campa igns (Tape:
F . Atomic bomb
G. Civilian front

"D-Day + 20")

Establishing Peace
A. The Big Three
B. Wartime meetings
C. Organization of the U.N.
Filmstrips:
"World War II"
EB Series--Unit 14, Part 2 (194 2- 1943)
EB Series--Unit 14, Part 3 (1944-1945)
Tape s :
"Voic es of World War I and II " (Sid e Two)
Se lf-E valua tion Test for Area Four, Unit Seven
Pre lud e to World War II
1. How did Japan becom e a problem in the Pac ific from 1900 on?
2. How did the U.S. attempt to appeas e the Japanese ?
3. How did radical grou ps develop in Europe during the 1920's and 193 0 's?
4. How d id the United Sta tes a tte mpt to remain neutral?
5. What were Hitler's early aggress ive moves in Europe ?
6. What caused the outbreak of the war?
7. What was the course of the war for the first two year s ?
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8 . What was the U.S. course of action during the first two years of the
war?
9. What was the U.S. policy toward Germany before our involvem ent in
the war?
10. Why did Germany attack Russia?
11. \.Vhat were U.S. policies in Asia at this time?
12. Des cribe the a ttack on Pearl Harbor .
13. What were the early Japanese victories?
14. Describe the North Afri can campaign.
15. Describe the Italian campaign .
16. Describe "D-Day" and the campaign in Western Eu rope .
17. Describe the Pacific phase of the war.
18. Relate the development of the atomic bomb a nd the part it played in
World War II.
19. WhoweretheBig Three and what part did they play in the war?
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